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Abstract 
 
This investigation explored how English as a Second Language (ESL) teachers at a Sri Lankan 
university understand professional development (PD) initiatives, the impact of their 
perceptions on their engagement in PD activities, and how the relationship between their 
perceptions and engagement in PD activities influence their learning and any subsequent 
changes in their classroom practices. Teacher PD is increasingly being prioritised in 
educational policies and practices. Although PD is a significant strategy to enrich teachers’ 
learning and subsequent enhancement of students’ progress, currently many ESL teachers 
encounter numerous difficulties and challenges as they lack opportunities to engage in focused 
PD activities. Effective PD activities are important to provide lifelong learning opportunities, 
prevent career burnout, and generate new knowledge and practices among ESL teachers. This 
can develop inclination for and openness to undertaking collaborative work with other 
practitioners, which may result in improved teaching practice and effective knowledge 
transmission to their learners. Ultimately, given the resilience and satisfaction achieved, 
teachers as competent professionals may be inspired to pursue important educational goals in 
knowledge-based economies. In spite of these implications, attention to PD in ESL has been 
inadequate.  
A qualitative case study was carried out with ten full-time in-service ESL teachers in 
the Department of English Language Teaching (DELT) of a regional government university 
in Sri Lanka to examine PD initiatives from practitioner perspectives. Purposeful sampling 
method was used to select the participant group which comprised both novice and experienced 
ESL teachers. The study employed semi-structured interviews as the primary instrument of 
data collection to discover participants’ perceptions relating to two types of PD activities: 
sponsored and independent. Thematic Analysis (TA) was used for recognising, analysing and 
interpreting of data. 
The analysis uncovered fourteen perceptions in relation to teacher PD which were 
categorised into four primary types: individual need-oriented, professional goal-oriented, 
knowledge-oriented, and outcomes-oriented. Participants’ conceptions broadly supported 
them to understand PD initiatives and this awareness was crucial to set goals for their 
attendance to PD sessions. However, participants’ level of interaction, engagement, and 
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learning during PD activities were largely dependent on contextual factors; relevance of the 
informational content, interest of the topic, practitioner-centredness, and other contextual 
determinants, rather than their perceptions or type of PD. Findings validate that effectiveness 
of a PD activity was the key influence that could change teachers’ behaviour, existing beliefs, 
values, and attitudes. The study also exposed numerous other influences: individual, 
contextual, and external, which could impact on ESL teachers’ engagement and learning from 
PD activities and knowledge transmission to students.  
Findings of the study have implications for PD providers, policy-makers, and 
institutions, and it is strongly argued that the recommendations based on the findings need to 
be properly considered in designing, delivering, and framing of PD activities for ESL teachers 
in Sri Lankan universities. Given that, they would gain opportunities to engage in focused and 
productive PD activities to harness for optimal learner outcomes. This may result in 
heightening ESL teachers’ skills, professional standards, and their students’ performance. 
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Chapter 1 Introduction 
 
1.1 Introduction 
 
In Sri Lankan society, English is considered a language of power and privilege (Herath, 2015; 
Ranasinghe & Ranasinghe, 2012) and “a passport for social recognition and a secure future” 
(Liyanage, 2004, p. 9). As such, currently, in spite of social, economic and political 
diversities, English is extensively being used in many domains of the country, “from the 
lowest strata onwards” (Canagarajah, 2005, p. 432), as a dynamic life skill rather than a link 
between local vernaculars or a second language (Prasangani, 2015; Ranasinghe & 
Ranasinghe, 2012). In particular, English language skills and communicative competence is 
the key to access the national labour market where career prospects are most favourable for 
graduates with high English language proficiency (World Bank, 2005, 2009).  
The provision of PD initiatives for ESL teachers in the university sector in Sri Lanka 
has become vital for teachers’ lifelong learning, professional growth, and also to ensure that 
students have sufficient levels of English language proficiency to secure employment upon 
graduation. Given that, PD initiatives for ESL teachers at Sri Lankan universities are being 
considered seriously by the government and by foreign agencies (Perera & Canagarajah, 
2010) that offer teacher education services in the country. Therefore, the main aim of this 
study is to investigate how ESL teachers at Sri Lankan universities understand PD initiatives, 
the influence of their perspectives on their engagement in PD, and how the relationship of 
perceptions and engagement in PD impacts on their learning and any subsequent changes in 
their classroom practice. 
Although advocates of teacher education (Darling-Hammond & McLaughlin, 2011; 
Diaz-Maggioli, 2004; Harwell, 2003; Richards & Farrell, 2005) have defined the term PD in 
myriad ways, “stipulative definitions both of teacher development and, more generally, of  
PD are difficult to find, and almost entirely absent from the literature” (Evans, 2008, p. 14). 
Therefore, a definition that a majority of researchers agree upon is difficult to locate in the 
academic literature (see Chapter Two, section 2.2.1). For the purposes of this study, teacher 
PD is defined as a continuous learning process across teachers’ career for renewing their 
knowledge, competence and effectiveness that results in developing their efficacy and 
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transferring of acquired knowledge to learners for enhancing their outcomes and quality of 
education. 
1.2 Descriptive statistics of Sri Lanka 
 
The Democratic Socialist Republic of Sri Lanka, a South Asian island, is located in the Indian 
Ocean. It has a total area of 65,610 square kilometres (25,332 square miles) of land, and a 
total shoreline of 1,700 kilometres. Sri Lanka’s population was reported as 21.6 million in 
2018 (Department of Census and Statistics, 2018). Diversity - linguistic, religious, and ethnic 
- is considered a substantial characteristic of the country’s population (Wijesekera & Alford, 
2019). Approximately 74 percent of the population, concentrated in the heavily populated 
southwest of Sri Lanka, are Sinhalese, while 12 percent are Sri Lankan Tamils, resident 
predominantly in the north and east of the island. In addition to those largest ethnic groups, 
Sri Lanka’s population includes 7 percent of Sri Lankan Moors, 5 percent of  Indian Tamils 
(Baldsing, 2013), and the remainder, 0.5 percent, consists of Burghers and Malays 
(Department of Census and Statistics, 2018). 
1.3 System of education  
1.3.1 History of education in brief  
 
During its more recent history, Sri Lanka was a colony of three European empires: 
Portuguese (1505-1658), Dutch (1658 to 1796) and British (1796 to 1948) (Baldsing, 2013; 
Gamage, 2018). Especially, the period during which Sri Lanka was colonised by Britain 
significantly influenced the country’s culture, language and education (Liyanage, 2010). The 
system of education currently practised in Sri Lanka, for instance, originated from the British 
educational system (Hettiarachchige, 2005). Even under colonisation, the system of 
education that prevailed in Sri Lanka propelled the country to reach a significant stage of 
social-educational development (Gajadeera, 2006; Ministry of Education, 2013). Most 
importantly, the free education which became the standard in Sri Lanka in 1944 facilitated a 
child from an unprivileged family background to pursue education from kindergarten to 
tertiary level without any financial disturbance. In this respect, the system of free education 
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has largely contributed to the “the social, economic and political developments in the 
country” (Jayasundara, 2014, p. 42).  
Sri Lanka’s government introduced the General Educational Reforms in 1997 with 
the aim of reducing the gap between students’ attainment in education and employment 
market needs. This was expected to be achieved mainly by enhancing “quality of education, 
ensuring equity in resource allocation, and providing adequate input and infrastructure 
facilities” (Hettiarachchige, 2005, p. 19). On the other hand, the General Educational 
Reforms proposed to improve English language skills of all students as English language 
proficiency became vital to secure career prospects in the employment market. To this end, 
English language teaching and learning programs and methods at all levels were proposed to 
be improved in order to provide equivalent prospects for all students in the country. 
1.3.2 Stages of education  
 
Sri Lankan education comprises four different sectors, that is, “early childhood care and 
education, general education (school education), tertiary and university education, and 
vocational and technical education” (Ministry of Education, 2013, p. 18). From birth to five 
years, a child receives early childhood care and education. School education from Grade One 
to Grade Thirteen is considered the general education in Si Lanka. The two major divisions, 
primary and secondary education, cover the first five years and subsequent eight years from 
Grades Six to Thirteen respectively. Those who are successful in general education can enter 
the state universities and other tertiary institutes for higher education, or enrol in the 
vocational sector for further education (Ministry of Education, 2013, p. 18). During the 
general education, students complete two competitive examinations: General Certificate of 
Education Ordinary Level (GCE OL) at Grade Ten and General Certificate of Education 
Advanced Level (GCE AL) at Grade Thirteen. The GCE AL is a two-year study program 
which constitutes the final phase of secondary education. As selection for Sri Lankan 
universities is entirely based on performance in this examination, the test has increasingly 
become the most competitive achievement test in the country (Gamage, 2018; 
Gunawardhane, 2018; Ministry of Education, 2013). 
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1.3.3 University education  
 
Currently, Sri Lanka has 15 national universities (University Grants Commission, 2019) that 
offer diverse undergraduate and post-graduate degree programs. Seven are well-established 
traditional universities whereas the rest are newer provincial universities. The Sri Lankan 
university system functions “within the framework laid down in the Universities Act No. 16 
of 1978 as amended” (UGC, 2016a). Under this act, the UGC is the governing institution of 
all state universities in Sri Lanka, largely responsible for selecting students to the degree 
programs in the state universities. In consultation with the 15 state universities, the UGC 
admits students annually based on a Z-score system, which is equal to the Grade Point 
Average (GPA) achieved at GCEAL. In addition to admitting students to the universities, the 
UGC has been commissioned to develop, restructure and streamline the entire system of 
university education in the country, to identify strategies to increase the number of students 
admitted to the system, and to enrich the quality and relevance of degree programs offered 
by the national universities (Jayasundara, 2014). 
1.4 Implication of education for social mobility 
 
In Sri Lanka, education has a significant impact on poverty reduction and economic 
advancement of the poor (World Bank, 2005). In this sense, education is vital for constructing 
nation building social capital (Perera & Canagarajah, 2010; World Bank, 2009) that can 
support individuals to secure more desirable occupations (Sandarasegaram & Karunanitha, 
2009). The 1978 constitution of Sri Lanka, in the section, ‘Directive Principles of State Policy 
and Fundamental Duties’, affirms the establishment of an egalitarian democratic society by 
completely eradicating illiteracy and ensuring that all individuals have the “right to universal 
and equal access to education at all levels” (Ministry of Education, 2013, p. 18).  
Overall, although in principle free education facilitates admission of socially and 
economically disadvantaged children to Sri Lanka’s state universities (see Section 1.3.1), 
some gifted children are not privileged to enter higher education due to inadequate facilities 
for primary and secondary education (Jayasundara, 2014). Despite claims that free and 
equivalent opportunities are provided for all, many Sri Lankans are disadvantaged given the 
adverse impact of ethnic, geographic and gender discriminations (Gajadeera, 2006; 
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Kovinthan Levi, 2019). Critically, a huge distinction can also be observed  in society between 
two categories of English users: skilled users of English who are socially and financially 
privileged; and, users of English who are socially and economically marginalised because 
they lack competence (Liyanage, 2010). These divisions and inequalities have adversely 
impacted on all levels of education in the country, and thus achievement of the goal of 
enhancing the social and economic status of people through education is questionable. 
Although the Sri Lankan government’s vision is to advance higher education with the aim of 
transforming the country to become the knowledge hub of Asia, and thereby creating 
“graduates who can see beyond the horizon” (Dissanayake & Harun, 2012, p. 106),  the 
country would not be able reach such goals unless these issues are appropriately addressed. 
1.5 Medium of instruction  
1.5.1 English medium instruction in general education 
 
The nationalistic movement and short term political motives that emerged in Sri Lanka after 
independence in 1948 prompted the Sri Lankan government to replace English as the medium 
of instruction in public schools with Sinhala, mother tongue of the Sinhalese, in order to 
accommodate a majority of the population (Baldsing, 2013). This led to development of an 
ethnically and religiously separated system of school education that segregated ethnic groups 
based on their medium of instruction (Lopes Cardozo, 2008, as cited in Cardozo & Hoeks, 
2014). In  2003, English medium instruction was re-introduced from primary to tertiary level 
based on the General Educational Reforms, 1997 (Navaz, 2012), in order to minimise 
widespread socio-economic inequalities (Wijesekera & Alford, 2019). As a result, from 
grade six onwards, students could learn selected subjects, excluding history and religion, in 
English-medium, provided that the school has competent teachers to undertake them 
(Ministry of Education, 2013). However, some schools could not continue teaching in 
English medium at the GCE AL given the lack of skilled teachers to conduct AL English-
medium lessons (Navaz, 2012). This means that adopting English-medium cannot be 
considered a feasible decision as there are inadequate numbers of qualified and competent 
teachers in schools, even to teach ESL at primary and secondary education in the country 
(Liyanage, 2010). As Gajadeera (2006, p. 13) argues, “it is not only the standard of English 
that is a concern but also the pedagogy itself.” If this is the case, attempting to teach other 
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subjects in English-medium from the junior secondary level in school is a “Herculean, and 
disastrous, endeavour” (Perera & Canagarajah, 2010, pp. 114-115) that may negatively 
impact on students’ learning.  
1.5.2 English medium instruction in university education  
 
The language policy applicable to the higher education sector in Sri Lanka has become vital 
in determining the medium of instruction in universities. The 1978 constitution of Sri Lanka, 
Chapter IV, ‘Medium of Instruction’, specifies those terms and conditions:  
 
21. (1) A person shall be entitled to be educated through the medium of either of the 
National Languages: Sinhala or Tamil; and  
 
(2) Where one National Language is a medium of instruction for or in any course, 
department or faculty of any university directly or indirectly financed by the state, the 
other National Language shall also be made a medium of instruction for or in such 
course, department or faculty for students who prior to their admission to such 
university, were educated through the medium of such other National Language. 
(Government of Sri Lanka, 2015, p. 10)   
 
As indicated, the constitution requires higher educational institutions to offer their 
degree programs either in both national languages or in English, whereas there is no provision 
in the constitution to introduce only one national language as the medium of instruction. In 
examining the current language practices of Sri Lankan universities it can be observed that 
most universities are highly likely to offer programs in English-medium. Introduction of 
English-medium to university education is partly because “the British colonial legacy and its 
associated processes” (Liyanage, 2010, p. 211) are still significantly influencing the use of 
English and practices of teaching and learning in English (Navaz, 2012; Perera & 
Canagarajah, 2010; Wijeskera, 2012), and also  because of privileges associated with English 
and the conception that English is key to innovation and development in the world (Perera & 
Canagarajah, 2010). Moreover, the hegemony exercised by international donor agencies over 
developing countries like Sri Lanka has empowered them to nominate English as the 
preferred medium of instruction in education and pedagogy (Liyanage, 2010). Those 
agencies continuously promote the notion that indigenous languages and systems of 
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education are not assisting Sri Lankan students to develop their potential to encounter the 
21st century (Perera & Canagarajah, 2010). This can be seen especially in the case of Sri 
Lankan university sector. 
Thus, with the exception of a few degree programs offered by the faculties of Arts 
and Humanities at traditional universities, all other degrees and  research degrees in Sri 
Lanka’s state universities are currently being offered in English-medium (Dissanayake & 
Harun, 2012; Navaz, 2016; UGC, 2016b) and programs in the private sector are exclusively 
conducted in English (Abeywickrama, 2011). Furthermore, by implementing procedures for 
enrolling international students in the state universities, “the government policies strive to 
reap mutual benefits in the regional education market through higher education using English 
as the medium” (Dissanayake & Harun, 2012, p. 107; UGC, 2016b). This means that 
although the 1978 constitution accords English the status of link language between the 
National Languages, Sinhala and Tamil, it has currently gained the status of an official 
language in the higher education sector in Sri Lanka (Abeywickrama, 2011). 
Politicians, educationists, and Sri Lankans generally resisted the reintroduction of 
English-medium to education for years because of the strong patriotic perception that English 
signifies Anglo-American colonisation (Baldsing, 2013). Regardless of this, as English 
became increasingly popular globally as a trajectory for high quality education (Liyanage, 
Walker, & Singh, 2015), it was viewed as a device that could empower students to share and 
contribute to global information (Liyanage, 2019). Thus, “English is without doubt the 
lynchpin for globalisation in education in Sri Lanka” (Baldsing, 2013, pp. 1-40), and 
reintroducing it to general and tertiary education is seen as the key to modernisation of the 
educational system and institutions in the country. As Liyanage (2004) argues, 
 
English has never lost its grandeur amongst the people in the country. It is ironic 
perhaps to state that the importance and the prestige attached to it were felt more by 
the Sri Lankans after it was demoted from being the official language to a non-official 
language and a link language. (p. 11)  
 
This clearly demonstrates that English language cannot be isolated in Sri Lankan 
society (Canagarajah, 2005; Navaz, 2012) given its recognition as a trajectory for economic 
development and contributing to global economy (Liyanage, 2018). These arguments point 
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to the idea that the attainment of a language is mostly dependent on the extent to which it can 
provide benefits to individuals and their requirements (Kaplan, 2005) .  
1.6 Challenges and trends in university education  
 
Constructing a knowledge-based society is a key focus of higher education in any country, 
for growth of a nation is largely dependent on its capability of utilising knowledge for its 
development (Jayasundara, 2014). Although higher education in Sri Lanka contributes to 
individual, social, and economic transformation, it can also be observed that the university 
system in the country is currently experiencing many challenges and trends. Those challenges 
have adversely influenced the entire university system and its effectiveness. 
One of the key challenges is that the existing universities cannot accommodate all 
students who are qualified for university entrance on completion of their general education 
(Gamage, 2018; Navaz, 2016). For instance, in 2018 the state universities in the country 
admitted only 29330 students (UGC, 2018) although nearly 163,100 students were eligible 
for university entrance (Department of Examination, 2017). This means that annually a 
substantial number of students lose the valuable opportunity for pursuing higher education 
given the closed system of university admission (Sandarasegaram & Karunanitha, 2009). As 
such, the private sector where a greater proportion of students enrol in diverse professional 
courses and other degrees, is in control of large part of tertiary education in Sri Lanka 
(Wijesiri, 2016).  
In addition, the state universities are currently experiencing a decline in the country’s 
financial contribution to higher education. The Sri Lankan government has allocated only 0.6 
% of Gross Domestic Production (GDP) from the annual budget to develop human and 
physical resources in the country’s higher education sector (Ranasinghe & Ranasinghe, 
2012), considerably less than other developing and middle-income countries in the world 
(Gamage, 2018; World Bank, 2009). Therefore, universities and other higher educational 
institutions need to compete for grants and to generate income resourcefully without entirely 
depending on the government funding (UGC, 2015, p. 8). However, as argued by 
Ganedogage and Rambaldi (2011, p. 15), although “the resource allocation to human capital” 
via university education can be justified, a proper policy discussion is required to identify 
how scarce resources should be utilised to ensure that the Sri Lankan economy receives 
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higher returns from human capital. Critically, “investments in physical capital are unlikely 
to produce any sizable positive externalities under the current conditions as it would be the 
case in a more developed economy” (Ganedogage & Rambaldi, 2011, p. 15). This is mainly 
because physical resources such as computer mediated technologies, internet assisted 
applications and library resources are not properly utilised for students’ learning. 
Furthermore, the whole process of sustaining the quality and relevance in higher education 
has become more vital and challengeable than ever before given the current national and 
global developments and changes in higher education. This means that Universities can no 
longer disregard the interconnection between higher education and industry (World Bank, 
2009). Universities are responsible for identifying demand driven “working patterns that 
graduates might engage in and ensure that they have employability skills that employers 
prefer them to possess” (Wickramasinghe & Perera, 2010, p. 227). This points to the critical 
need of accommodating industry requirements in education reforms and curricula to ensure 
graduates can satisfy those necessities, and to enable industry to identify graduates with 
specific skills that match with their needs (Wijeyaratne, 2006, p. 3). Therefore, graduates’ 
“generic skills: communication, teamwork, computer literacy, and their work ethics” and 
perspectives need to be great concerns of quality-conscious teachers and university 
administrators at present (UGC, 2015, p. 8). This may also support universities to produce 
graduates who are capable of competing for and undertaking global employment 
opportunities (Gunawardhane, 2018; Ponnamperuma & Nanayakkara, 2018).  
As well, the movement to a “global benchmark in education” (UGC, 2015, p. 9), 
which all higher educational institutions are urged to attain, has become a key challenge for 
the university sector in Sri Lanka. Because research-oriented universities become prioritised 
in assessments of the academic quality and standards of the world’s universities, 
Karunanayake (2012) argues Sri Lankan universities need to promote teachers’ academic 
research and publications in addition to underpinning  their classroom practices to elevate 
the state universities in World University ranking systems such as the Times Higher 
Education (THE) Rankings and the Academic Ranking of World Universities (ARWU). At 
present, the deprived working context resulting from low salaries has negatively influenced 
teacher identification and work-related attitudes, and the universities cannot retain highly 
qualified practitioners in the system. In these circumstances, universities should consider 
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teacher motivation a national priority as such attitudes may subsequently hinder teachers’ 
effectiveness (World Bank, 2009) and interest for classroom practices.  
In response to all these challenges, the Ministry of Higher Education in Sri Lanka is 
increasingly attempting to reform university education in the country through numerous 
initiatives and with support of funding agencies. For instance, the World Bank funded 
project, Improving Relevance and Quality of Undergraduate Education (IRQUE), allocated 
US$ 40 million for the period of 2011-2016 (Prasangani, 2015; Wijeyaratne, 2006) for 
enriching “the quality and relevance of higher education” (Dissanayake & Harun, 2012, p. 
107) in  the university sector in Sri Lanka. Additionally, international donor agencies provide 
funds through diverse projects for teacher development, teacher educator training, designing 
curricula (Liyanage, 2010), and also for the enhancement of Information and Communication 
Technology (ICT) in Sri Lankan universities.  
1.7 Teacher PD in university education 
1.7.1 Current PD initiatives 
 
A major study undertaken by a state university in Sri Lanka noted the declining quality of 
teacher PD programs in the local tertiary education sector (University of Peradeniya, 2007). 
The study asserts that the education departments and faculties in universities are not 
positioned to solve the issues in teacher development with the current PD programs in their 
pre-service and in-service systems. The UGC has identified developing human resources in 
the Sri Lankan university system as one of its major statutory commitments (Wijeyaratne, 
2006), and this was a key aspect of the Higher Education for the Twenty First Century 
(HETC) project. Funded by the World Bank, this project was carried out from 2011- 2016 
(HETC, 2012) to improve the quality and relevance of degree programs offered by the higher 
education sector in Sri Lanka (Dissanayake & Harun, 2012; Wickramasinghe & Perera, 
2010). Each university was allocated $US 0.21 million under the Human Resources 
Development (HRD), sub component of the HETC project for teacher PD. In similar project, 
the Sri Lankan university sector received another $US100 million from the World Bank 
under the Accelerating Higher Education Expansion and Development (AHED) operation 
project (2017-2023) to (a) develop the quality of degrees through modern classroom 
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practices, and (b) instil effective research and creative practices in universities to support 
economic growth in the country (World Bank, 2019).  
In addition, the UGC established Staff Development Centres (SDCs) at each 
university to refine human resources in the university system in the country. These centres 
are commissioned to conduct programs for their respective academic staff to strengthen their 
capabilities in terms of all aspects needed for a world-class university academic. More 
specifically, the training manual designed by the UGC in 2012 for the university teachers’ 
induction program, Certificate in Teaching in Higher Education (CTHE),  illustrates that “the 
UGC being the apex body of the university system bears the responsibility of providing 
opportunities for growth and career development to as many as possible through in-service 
training” (HETC, 2012, pp. 1-4). Now, CTHE is a mandatory requirement and only those 
who successfully complete the program are considered for recruitment as confirmed teachers 
in the system. As indicated by the manual:  
 
The program is broad enough to address the training needs of the population of 
university educators who have been recruited to the university academic staff 
category ranging from those who have been exposed to modern teaching methods, to 
those who have not had the opportunity to experience such methodology in higher 
education. (p. 4)  
 
The curriculum designed for the CTHE comprises many components of teacher PD 
to assist “the paradigm shift of teacher-centred to student-centred education” (HETC, 2012, 
p. 4) in the university system in Sri Lanka: 
 
Module 1: Orientation as a University Teacher, Module 2: Personal Development and 
Counselling, Module 3: Teaching and Learning Methods, Module 4: Assessment and 
Evaluation, Module 5: Curriculum Design and Revision, Module 6: ICT skills in 
Higher Education, Module 7: Teaching Practice, Module 8: Research in Higher 
Education, Module 9: University Administrative Procedures, Module 10: Strategic 
Planning and Management for Universities. (HETC, 2012, p. 4) 
 
The UGC also formed a separate Standing Committee on SDCs comprising the SDC 
directors of each university. This has further facilitated creation of a common platform for 
the directors of the SDCs to address PD issues in their respective universities (Wijeyaratne, 
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2006, p. 4). As stated in the Terms of Reference (TOR), which specifies the functions of the 
committee, the major responsibilities are to: 
 
 Facilitate, design and introduce staff development activities in universities; 
 Guide, co-ordinate and review activities of the Human Resources Development 
Unit at the UGC, Staff Training Centre of the UGC, and SDCs in Universities 
with regard to training activities; 
 Frame guidelines for planning of staff development programs, namely, a) ways 
and means of assessing training needs of staff, b) structure of the training courses/ 
programs, c) intended learning outcomes of courses and planning of course 
modules, and d) evaluation of impact of staff development programs; 
 Function as a catalytic unit to promote new initiatives and reforms to improve the 
efficiency and productivity of academic and non-academic staff. (UGC, 2017a)  
 
As indicated, the UGC and other governing bodies are increasingly attempting to 
address teachers’ PD and training requirements via different practices and programs. These 
initiatives have been especially significant for university ESL teachers as they have no 
opportunities for any formal training program in order to heighten their teaching practices 
prior to recruitment (see Section 1.8.1). Although the content and aims of these programs 
align significantly with the needs of teachers in the twenty-first century, to what extent these 
programs have succeeded in catering for their actual needs is a question yet to be answered 
(Ponnamperuma & Nanayakkara, 2018).  
1.7.2 Alignment of quality assurance and accreditation with PD 
 
Quality Assurance is a process through which universities can assure “the quality of 
education provision and the standards of awards are being maintained and enhanced” (UGC, 
2015, p. 1). Founding of the Quality Assurance and Accreditation Council (QAAC) in 2005, 
and introducing national standards for educational qualifications through the Sri Lanka 
Qualifications Framework (SLQF) largely established quality assurance processes in the 
tertiary sector in Sri Lanka (Gunawardena, 2017). This led to formation at each university of 
separate quality assurance units that have authority to design, implement and maintain 
programs for the quality assurance process in the respective universities (Peiris, 2007). The 
SLQF (2015) has identified enhancing quality of all levels of university education and 
13 
 
training and encouraging lifelong learning as the primary goals of quality assurance. It covers 
“teaching, academic programs, research, scholarships, staff, students, services provided to 
the community and the academic environment as a whole” (Wijeyaratne, 2006, p. 2). This 
indicates that properly trained and competent academic staff  is “a key prerequisite for a 
successful quality strategy” (World Bank, 2009, p. 32). To this end, teacher PD in the 
university system in Sri Lanka is closely aligned with quality assurance and accreditation.  
Course reviews, which evaluate the quality of education within a department or 
program in a university, are well established within the system under quality assurance and 
accreditation and are considered to be an integral part of university education 
(Ponnamperuma & Nanayakkara, 2018; World Bank, 2009). Especially, peer and student 
evaluations initiatives have provided opportunities for teachers to understand the importance 
of integrating PD into the quality assurance framework (Wijeyaratne, 2006), however, the 
results of course review evaluations indicate that only 50% of the departments in the state 
university sector have obtained Good grade for their courses (Gunawardena, 2017).  
In developed countries the use of continuous PD as a major condition of a formal 
accreditation process (Muijs, Day, Harris, & Lindsay, 2004) means individuals of many 
professions are now required to demonstrate that they are appropriately complying with or at 
least developing their skills as per the requirements of accreditation (Muijs et al., 2004). 
Implications of this for teacher development can be observed through the efforts of 
institutions and regulatory bodies to “institutionalise PD initiatives through accreditation or 
quality assurance endorsement schemes” (Gurney & Liyanage, 2016, p. 3). In Australia, for 
instance, the National ELT Accreditation Scheme (NEAS) recommends a quality assurance 
framework in which teachers’ and employers’ responsibilities are specified.  Accordingly, 
supporting teachers’ ongoing PD - ensuring that teachers are being updated in terms of 
current theories, knowledge and practices in the  industry - is the primary responsibility of 
ELT centres  (NEAS, 2009, p. 9). 
1.8 Developments in teaching and learning of ESL in universities  
 
As indicated in section 1.5.2, and also section 1.8.1, below, English skills have become vital 
for university students in Sri Lanka to acquire content knowledge and secure employment in 
their field upon graduation. Hence, during the last decade, the Ministry of Higher Education 
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in Sri Lanka introduced certain initiatives to the state universities in the country with the aim 
of improving the standard of English teaching and learning in the tertiary sector. Most 
significantly, the establishment in 2003 of the Postgraduate Institute of English (PGIE), 
affiliated to the Open University of Sri Lanka, is an important development in the history of 
teaching English in Sri Lanka. As Dissanayake and Harun (2012) state, there had long been 
a need for a professional institute that could address university ESL teachers’ academic and 
research issues. The annual report of the PGIE (2017) underscores that it was formed with 
the vision: 
 
To provide opportunities for postgraduate level study, research, teacher education, 
innovation and excellence in scholarship in English language studies and literature, 
through self-directed and self-paced learning and to direct and lead English studies at 
national level. (p. 2) 
 
The report submitted to the Parliament of Sri Lanka to explain its progress and status 
14 years after its establishment further assures the PGIE’s commitment to achieving its 
principal objective, that of empowering English teaching professionals in the government 
universities and other major national and private organisations by promoting their PD 
initiatives  (PGIE, 2017). Moreover, the UGC Committee on the Teaching of English that 
comprises all heads of English Language Teaching Units (ELTUs) of the state universities 
and the Director of PGIE aims to further enhance English teaching practices in the state 
universities through diverse initiatives. The committee designed a new Terms of Reference 
(TOR) in 2011 in order to broaden its function and responsibilities. As stated in the TOR, the 
key purpose of the committee is: 
 
To provide a consultative forum for deliberations on matters related to learning, 
teaching, research and staffing in the universities of Sri Lanka, with particular 
reference to the requirements of the teaching of English language as a second 
language for undergraduates, and make recommendations to the University Grants 
Commission for consideration and approval, if required. (UGC, 2016b) 
 
The TOR has more specifically, defined the committee’s onus in relation to English 
teaching programs and to the University Test of English Language (UTEL) - a national 
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standardised English language test designed for all undergraduates in the state universities to 
benchmark their English language proficiency. The committee expects: 
 
 To determine relevant competencies in English language and communication 
skills in demand and recommend the credit and UTEL benchmark for teaching 
ESL specific to the respective study programs; and   
 To frame guidelines for teaching programs for ESL to undergraduate degree 
programs. (UGC, 2016b) 
 
The UTEL is generally based on identified benchmarks, from 1-9, that enable 
undergraduates across all universities in the country to secure a global and customer-focused 
certificate (Ponnamperuma & Nanayakkara, 2018). With the introduction by the UGC of 
UTEL as a mandatory requirement for degree programs, all state universities in the country 
were required to develop undergraduates’ English language proficiency. Although at the 
early stages the universities had privileges to individually decide the content and the length 
of ESL courses, this new test required all universities to align their English language curricula 
in accordance with the stipulated benchmark levels (Navaz, 2012). In this case, the HETC 
project funded the ELTUs of state universities to obtain the required consultancy for revising 
students’ study materials and designing textbooks as appropriate. The UTEL has now become 
beneficial to students in enhancing their graduate profiles (Abeywickrama, 2015).  
1.8.1 Statement of problem and context  
 
Although English language is taught as a subject during general education, students are not 
required to pass examinations in English to progress from one grade to the next. The standard 
is worse among students in remote schools who, in comparison with urban students, are not 
provided with sufficient facilities or environments conducive to learning English (Liyanage, 
2010; Ponnamperuma & Nanayakkara, 2018; Prasangani, 2014; Rathnayake, 2013). Due to 
these circumstances, over 75% of qualified students enter the state universities without 
satisfactory English knowledge (Navaz, 2016). In the 1980s, the UGC initiated the 
establishment of ELTUs in all national universities to undertake the elective English 
language courses to improve students’ English proficiency prior to commencing their degree 
programs. In 2000, the Standing Committee on the Teaching of English of the UGC 
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introduced English for General Academic Purposes (EGAP) to all degree programs as a 
mandatory module to be taught in undergraduates’ first academic year (Navaz, 2012), 
replacing elective English courses. As such, all students in the university sector are required 
to successfully complete EGAP units prior to their graduation (Dissanayake & Harun, 2012; 
UGC, 2017b). With the introduction of English-medium instruction to the state universities, 
English became more important to students as they need the necessary English language 
proficiency to pursue their academic studies in English-medium (Navaz, 2016) (see Section 
1.5.2). Yet, universities have found it difficult to motivate students to learn English in spite 
of the material benefits, acceptance and respect associated with English language (Liyanage, 
2004). This has become a great concern of the material designers, policy-makers, and of the 
UGC (Rathnayake, 2013) and thus teaching and learning of English in the tertiary sector has 
been increasingly debated at academic forums (Dissanayake & Harun, 2012). 
As career prospects in the Sri Lankan employment market are mostly open for 
graduates with higher levels of English language proficiency, especially in the private sector, 
where salaries are higher than those of the government sector (World Bank, 2009), many 
students who graduate from the state universities but lack ability to communicate in English 
find it difficult to be employed (Perera & Canagarajah, 2010; Ponnamperuma & 
Nanayakkara, 2018; Samrajya, 2008). Developing English language skills of students is a 
key responsibility of university ESL teachers, but, critically, many ESL teachers serving in 
the university sector in Sri Lanka lack expertise in terms of pedagogical content knowledge 
and language learning strategies (Liyanage, 2010; Navaz, 2012), largely because a 
professional degree or a postgraduate diploma in education is not a mandatory requirement 
(National Education Commission, 2016). Furthermore, most ESL teachers in the universities 
are from Arts and Humanities backgrounds, and have no adequate content knowledge in other 
disciplines. This has become both a great hindrance and a challenge for them to develop the 
English knowledge required for their students’ academic studies. Given this background, 
many ESL teachers in the university system cannot cater for their learners’ needs in a way 
that may improve their learners’ proficiency (Gajadeera, 2006; Ranasinghe & Ranasinghe, 
2012).            
 To effectively remediate these gaps in their knowledge teachers need PD 
opportunities. More specifically, sustainable PD opportunities for ESL teachers are “a very 
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vital aspect in managing curriculum development, innovation” (Wijeskera, 2012, p. 19) and 
pedagogical knowledge (Guskey, 2003; Merkt, 2017; Tinoca & Valente, 2015). A growing 
number of researchers also advocate that teacher PD needs to be considered a vital factor if 
students’ learning and performance are to be enriched (Coldwell, 2017; Diaz-Maggioli, 2004; 
Mohan, Lingam, & Chand, 2017; Mushayikwa & Lubben, 2009; Saberi & Sahragard, 2019; 
Sixel, 2013; Tan, Chang, & Teng, 2015; Villegas-Reimers, 2003). In light of this, while 
continued discussions are undertaken at different educational and political forums in Sri 
Lanka with the aim of heightening ESL teachers’ classroom practices, role and 
responsibilities through PD initiatives, it appears that still there is no consistent policy 
(Gunawardhane, 2018), relevance or collaboration in existing PD programs (Bandara, 2018; 
Gajadeera, 2006). 
University ESL teachers’ lack of understanding of the need to engage constructively 
in PD initiatives has also hindered the impact of PD activities facilitated by the government 
and foreign agencies. This is despite explicit expectations of policy-makers and governing 
institutions that ESL teachers in the tertiary sector reform their pedagogical knowledge and 
skills through PD programs to make their professional practices more effective. This means 
that their engagement in PD is mostly the result of being motivated by institutional 
requirements in their employment contexts or because it is mandated by their managers. 
Therefore, a thorough understanding of these teachers’ perceptions of the need to engage in 
PD initiatives may allow PD providers and policy-makers to organise better focused PD 
opportunities for teachers to improve their knowledge and skills, and is a must if PD 
opportunities are to yield better outcomes.   
Effective PD can instil good practices in the teaching profession and in education at 
large (Gurney, 2015). For instance, through productive PD activities teachers can obtain a 
greater understanding of their practice and develop their teacher quality and resilience to 
nurture efficacy (Paredes, 1998; Ross & Bruce, 2007; Yoo, 2016) and avoid career burnout1 
(Bakker & Demerouti, 2007; Xanthopoulou, Bakker, Dollard, Demerouti, Schaufeli, Taris, 
& Schreurs, 2007). In particular, the satisfaction and wellbeing achieved through a continuing 
program of PD could inspire practitioners as skilled professionals to reach wider educational 
                                                 
1 Teachers’ unpreparedness to share and collaborate their work with others and revealing pessimism, 
insensitivity and negativity while working with students, parents and peers. 
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goals either by enhancing students’ engagement or by broadening student learning outcomes 
(Gurney, 2015).  
Therefore, the overarching aim of this study is to explore how ESL teachers at Sri 
Lankan universities understand and use PD as a tool for lifelong learning. Specifically, the 
study is directed by the following research questions:  
 
1. How do Sri Lankan teachers of ESL perceive/understand PD at the tertiary level? 
2. How do their perceptions/understandings facilitate or hinder their engagement in PD 
initiatives? 
3. To what extent does the relationship of ESL teacher perceptions and engagement in 
PD impact on their learning and any subsequent changes in their professional 
practice? 
1.9 Significance of the current study 
 
Findings of the study have implications for PD providers/policy-makers, ESL teachers 
/learners and the literature. This study identified Sri Lankan university ESL teachers’ 
perceptions of PD, how their perceptions affect their engagement in PD activities, and how 
the connection between their perceptions and engagement in PD influence their learning and 
any subsequent changes in their practice. Findings and recommendations offer a valuable 
contribution to PD facilitators and policy-makers that would be of help for introducing 
productive changes to existing PD activities at all universities in Sri Lanka. As well, the 
recommendations informed by the study findings would be useful in designing and 
implementing new PD activities for university level ESL teachers. As such, ESL teachers in 
the university sector in Sri Lanka would have opportunities to engage in focused and 
productive PD activities that may enrich their knowledge, skills, and professional quality. 
This may subsequently enhance their classroom practices to benefit learners and improve 
their performance. Most importantly, this could support development of graduates’ social 
and economic potential, and address the problem of the disadvantage of inadequate English 
language skills. Findings could also be utilised to minimise the adverse interplay among 
policy-makers, PD providers, governing institutions and ESL practitioners. This would 
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contribute to construction of reciprocal relationships between those elements for moving ESL 
professionals toward excellence.  
Moreover, the study addressed some of the contemporary issues in ESL teacher PD 
in other settings, where the stakeholders could identify the relevant recommendations, and 
align their existing PD programs as per the requirements of those contexts and countries. This 
means that the recommendations stated in the study could be applied to diverse tertiary 
educational settings where ESL teacher development programs are conducted. The current 
research may develop further research interest among teachers in the educational and higher 
educational sector in Sri Lanka, and, in addition, among the policy-makers and educationists 
who engage in designing and implementing teacher development programs in any other 
contexts. Therefore, undoubtedly, the information provided in this study could be beneficial 
to the professional establishment of ESL practitioners in the university sector in Sri Lanka 
and in any other equivalent educational or organisational contexts. Finally, this study was 
able to address the gap in the literature contributing to knowledge through the new themes 
and conceptions that emerged in terms of sponsored and independent teacher PD (see Chapter 
Two, Sections 2.2.4.2, 2.2.4.3 & Chapter Five, Sections 5.3.1, 5.3.2). In this sense, this 
investigation can be regarded as a distinctive study. 
1.10 Overview of the thesis 
 
This study comprises six chapters. The first chapter provides a background for the research 
context that explains the research problem and the rationale for the three research questions. 
As indicated, most university students in Sri Lanka are unable to secure jobs upon their 
graduation due to inadequate English language proficiency. Therefore, for ESL teachers to 
enrich their professional practice and improve their learners’ outcomes, engaging in focussed 
and productive PD opportunities is a must. However, to what extent ESL teachers have 
understood the need to constructively engage in PD initiatives has not received adequate 
attention. Therefore, this qualitative case study examines ESL teachers’ perceptions of PD 
initiatives, the impact of their perceptions on engagement in PD activities, and how the 
relationship between teachers’ perceptions and their engagement in PD activities impact on 
their learning and changes in their practice. The second chapter synthesises the literature 
relating to the research questions to provide a background to the study. In doing so, it 
20 
 
discusses current trends and challenges in PD and their implications for teacher 
empowerment. The third chapter presents the research design used to answer the three 
research questions, including the research context, instrument used for data collection, and 
analysis. Key findings of the study are presented in the fourth chapter, and this chapter is 
followed by the fifth chapter which discusses the findings and their implications for teaching 
and learning of ESL at the Sri Lankan university sector. Chapter Six presents the key 
conclusions based on the findings of the study accompanied by limitations, recommendations 
and the implications for future research. 
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Chapter 2 Literature Review 
2.1 Introduction 
 
The literature reviewed within the current chapter is related to three areas. In the first two 
sections, the concepts of teacher development, independent and sponsored PD, and lifelong 
learning are illustrated to provide a background to the research questions. The third and fourth 
sections of the review will more broadly discuss current PD initiatives and issues in teacher 
PD to provide an understanding of the present-day trends in PD across the world. The final 
section extensively examines the implications of designing focussed PD opportunities for 
teachers to enhance their professional growth, standards and classroom practices. 
2.2 Teacher PD 
2.2.1 Differing definitions   
 
Teacher PD is a “multifaceted construct” (Tan, Chang, & Teng, 2015, p. 1584). As such, the 
advocates of teacher PD have defined what constitutes teacher PD in diverse ways. Some 
views of eminent researchers in education are synthesised in the subsequent section to 
provide a broader view of teacher PD, and also to demonstrate the implication of facets of 
those definitions for teachers’ professional growth and development.  
As Evans (2008) argues, Day’s (1997) view on PD is one of the very few stipulative 
definitions available in the literature: 
 
PD consists of all natural learning experiences and those conscious and planned 
activities which are intended to be of direct or indirect benefit to the individual, group 
or school and which contribute, through these, to the quality of education in the 
classroom. It is the process by which, alone and with others, teachers review, renew 
and extend their commitment as change agents to the moral purposes of teaching and 
by which they acquire and develop critically the knowledge, skills and emotional 
intelligence essential to good professional thinking, planning and practice with 
children, young people and colleagues through each phase of their teaching lives. 
(Day, 1997, p. 4) 
 
Day’s view mainly involves two aspects: improved teaching practice for transmitting 
knowledge to learners as agents of change; and, revitalisation of teachers’ knowledge through 
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collaborative lifelong learning for enriching quality of education. This aligns with Richards 
and Farrell’s view (2005) that teacher reflection which “examines different dimensions of a 
teacher's practice” (p. 4) is a vital aspect of PD, and with that of Glatthorn (1995), who asserts 
the professional advancement a teacher attains through systematic observation of his or her 
teaching process and subsequent understanding is considered PD.  Per se, “activities that are 
designed and structured in a way that engages teachers in reflecting regularly” in relation to 
their individual classroom practices (Mak, 2010, p. 398) are the key for teacher PD.  
PD has also been defined as a practice undertaken by teachers for improving 
performance of their learners. Hoyle and John (1995) envisage PD as a means for providing 
teachers the latest expertise, competence and standards that could enrich the educational 
prospects of their students. More specifically, as Avalos (2011) argues, teachers learning, 
studying how to learn, and changing their acquired skills into practice to gain better outcomes 
from their learners is considered PD. More broadly, Zhang (2015) defines PD in terms of  
knowledge, skills and expertise that need to be acquired by teachers to fulfil administrative 
requirements, and to enrich their professional growth and classroom practices. Accordingly, 
for Zhang, “application of effective teaching methods, development of curriculum design, 
conversion of teachers' role, expansion of major knowledge and development of language 
skills” are the primary aspects of teacher PD  (p. 2382). Likewise, as stated by Alba and 
Sandberg (2006), improving teachers’ professional practice and understanding, revitalising 
the teaching profession, and supporting significant educational reforms and changes that 
affect teaching practice, are acknowledged as the primary outcomes of  teacher PD programs. 
Evans (2008) defines teacher PD in a different manner; according to her, PD is “the process 
whereby people’s professionality” - related to the aspects of teachers’ status - “and/or 
professionalism” - related to teachers’ competence, knowledge and practice - “may be 
considered to be enhanced” (p. 15).  
However, as the National Council for Teacher Education (2009), states, the major 
goal of teacher PD is to break out from scholarly segregation and to exchange skills, 
knowledge and perspectives with other practitioners and professionals in the industry. As 
suggested earlier, diverse definitions of teacher PD and its constituents are often overlapping, 
but sometimes unrelated or conflicting. Therefore, a precise definition that a majority of 
authors agree upon cannot be established given the multidimensional nature of teacher PD. 
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2.2.2 Teacher training, development and education 
 
Teacher training, development and education are three different and broad concepts. Teacher 
training involves activities that are directly related to teacher’s current responsibilities in 
which teachers’ “short-term and immediate goals” (Richards & Farrell, 2005, p. 4) can be 
achieved. This aims to provide teachers with specific guidelines (Claudia, 2017), and skills 
in order to prepare them either for an initial teaching situation or for a new teaching 
assignment (Baker-Henningham, Walker, Powell, & Gardner, 2009). Development, in 
contrast, aims to instil lifelong learning in teachers’ continuum of learning (see Section 2.3) 
and refers to overall growth or understanding teachers achieve of “teaching and of themselves 
as teachers” (Richards & Farrell, 2005, p. 4). This, according to Richards and Farrell (2005), 
is mostly a bottom-up approach which frequently observes “diverse measures of a teacher’s 
practice as a basis for reflective review” (p. 4). Padwad and Dixit (2011) more systematically 
state how development  becomes a “planned, continuous and lifelong process whereby 
teachers try to develop their personal and professional qualities, and to heighten their 
knowledge, skills and practices” (p. 13), not only for empowering themselves, but also for 
contributing to their institution’s and learners’ needs (Chaves & Guapacha, 2016). Wallace 
(1991) differentiates the division of training and development based on the manner in which 
they function. For Wallace, training is principally regulated or facilitated by others, while 
development, in contrast, needs to be undertaken by practitioners themselves. Research 
suggests, however, that teacher development can also be achieved through sponsored 
activities (see Section 2.2.4.3 & Chapter Five, Section 5.3.1).  
Teacher education, on the other hand, is different from both teacher training and 
development as it usually takes place prior to the commencement of a teacher’s career in the 
form of a tertiary level undergraduate or postgraduate program (Darling-Hammond, 2000). 
Perraton (2010) conceptualises four important aspects that encompass teacher education 
programs:  
 Improving the general educational background of the trainee teachers;  
 Increasing their knowledge and understanding of the subjects they are to teach; 
 Pedagogy and understanding of children and learning; and  
 Development of practical skills and competences. (p. 4)  
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According to Richards and Nunan (1990), recognising the process of decision 
making, designing principles for teaching, and approaches for self-understanding and 
realisation are the key aspects of teacher education. All agree that it is a pre-requisite for 
teacher education programs to provide teachers with opportunities to study theories of 
teaching and enrich pedagogical and content knowledge for use in practice (Claudia, 2017; 
Gurney, 2015). 
2.2.3 Teacher quality  
 
Teacher quality has become increasingly prominent in education reform discourse and in 
academic literature. However, as Kennedy (2008) claims, the term is sometimes problematic 
due to lack of agreeable definitions (see Chaves & Guapacha, 2016; Novozhenina & López 
Pinzón, 2018), thus writers use teacher quality to refer to different aspects: 
 Tested ability, obtaining higher results for recruitment as teachers;  
 Credentials, gaining licenses and certificates to indicate knowledge and 
competence;  
 Class room practice, quality of the activities carried out in the class 
 Ability in standardising learners’ level of attainment; and 
 Beliefs and standards such as positive attitude towards student diversity 
(Kennedy, 2008).  
 
On the contrary, the literature on teacher quality in language teaching frequently 
refers to qualifications, knowledge and experience, teaching methodology, and attitudes and 
beliefs as the key constituents of teacher quality. More specifically, Chaves & Guapacha 
(2016) believe that teacher quality comprises four major clusters: “qualifications, knowledge, 
methodology, and image, [the last referring to]  personal traits and professional attitudes, 
values, and beliefs” (p. 74). In addition, certain external determinants, for instance, learner 
attitudes, availability of resources, allocation of adequate time to activities, classroom size, 
and nature of assessments also largely determine teacher quality (Hanushek  & Rivkin, 2007; 
Johnson, 2006; Wright, 2012). It is important to note here that the significance of external 
factors in determining teacher quality has not received adequate attention in the literature. 
Both explicit and implicit standards and values are vital in determining teacher quality 
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(Tuinamuana, 2011), and thus as Kennedy (2008) argues, teacher quality becomes complex 
as all these elements may concurrently impact on teachers’ professional practice: 
 
True understanding of teacher quality requires us to recognise that these many facets 
are distinct, not always overlapping, and not always related to one another. Moreover, 
we are not even sure how they influence and interact with one another when they do. 
(p. 60) 
 
Despite these complexities, all researchers and educationists agree the primary aim 
of sustaining teacher quality is that of enhancing students’ learning outcomes (AL-Qahtani, 
2015; Bandara, 2018; Bellibas, Gumus, & Boylan, 2016; Girvan, Conneely, & Tangney, 
2016; Marchand & Weber, 2015) and asserting teachers’ professional standards (Liyanage et 
al., 2015). In this context, teachers’ key responsibility is to develop potential for integrating 
all aspects of quality teaching: competence and expertise in the subject, pedagogical content 
knowledge, and developing instructions and approaches to engage learners in order to 
increase the results of their students (National Council for Teacher Education, 2012).  
Extensive research investigating teacher quality and the manner in which it affects 
learner outcomes has validated that teacher PD is closely interwoven with teacher quality 
(AL-Qahtani, 2015; Mahmoudi & Özkan, 2015) and lifelong learning (Edge, Reynolds, 
O’Toole, & Boylan, 2015) (see Section 2.3.1). Therefore, regulatory bodies and different 
organisations invest millions of dollars in teacher PD activities every year and expect that 
teachers engage in continuous learning in order to strengthen quality of their teaching (Gore, 
Lloyd, Smith, Bowe, Ellis, & Lubans, 2017). However, this does not mean that independent 
PD does not contribute to achieving these outcomes (see Chapter Two, Section 2.2.4.3, 
Chapter Four, Section 4.5.4 & Chapter Five, Section 5.3.2). As Chaves and Guapacha (2016) 
assert, PD activities can improve and support the quality of education in a country, and this 
is a strong argument for systematic PD to address the problem of ESL teacher quality at the 
university level in Sri Lanka. 
2.2.4 Teacher development  
 
Teacher learning and development is mainly associated with three knowledge-related 
conceptions: “knowledge-for-practice, knowledge-of-practice, and knowledge-in-practice” 
(Cochrane-Smith & Lytle, 1999, p. 254). As claimed by Cochrane-Smith and Lytle (1999), 
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systematic knowledge produced outside the classroom, for instance, “research-based 
programs, new theories of teaching, learning and assessment” (p. 254) is considered 
knowledge-for-practice, while knowledge-of-practice involves knowledge produced by 
teachers through critical observation of their individual class rooms, “alone or with others, in 
terms of broader issues of social justice, equity and student achievement” (p. 256). What 
teachers need to develop in order to cater for their practice-based needs can be termed 
knowledge-in-practice (Cochrane-Smith & Lytle, 1999). Day and Sachs (2004) theorise that 
teachers also have ability to create “knowledge of self” through frequent reflection on and 
about their standards, objectives, feelings and associations. This is different from the three 
conceptions of  Cochrane-Smith and Lytle (1999), which are entirely based on cognitive 
knowledge. Although it has been shown that teacher cognition can significantly influence 
teacher reflection (Gurney, 2015; Tam, 2014) and teacher development (Gurney, 2015), 
teachers have potential to acquire knowledge within and outside the classroom that is not 
directly linked to their thoughts, knowledge and values. 
 Golombek and Johnson (2007) argue that teachers’ purposeful self-reflection and 
interpretation of meaning is stimulated by challenges to their beliefs and decision-making, 
and that this demonstrates the underlying contradiction between these two constituents (see 
Chapter Five, Section 5.4), and reflects the divergence between cognition and practice that 
arises as a result of demands in the context in which teaching takes place (Feryok, 2010). 
This means that teacher cognition arguably underlies all aspects of teachers’ work (Borg, 
2003), for instance, teachers’ purposeful examination of their individual cognitions and their 
connection with classroom practice creates a strong platform for practitioner-centred, self-
reflective learning (Golombek & Johnson, 2007) (see Section 2.2.4.3). If this is the case, 
teacher cognition needs to be considered a key factor in determining design and delivery of 
PD activities that could effectively be used to enrich teacher effectiveness (Avalos, 2011) 
(see Section 2.2.4.3 & Chapter Five, Section 5.3.4). 
As indicated earlier, teachers’ professional practice may involve different kinds of 
knowledge that is mostly connected to “knowledge of student thinking and learning and 
knowledge of subject matter” (Mishra & Koehler, 2006, p. 1020). Nevertheless, perceptions 
of ideal or required knowledge are not fixed and are subject to change (Santoro, Reid, Mayer, 
& Singh, 2013). This is largely determined by the context in which teaching occurs, industry, 
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teaching methods and nature of student populations (Gurney, 2015). As Santoro et al. (2013, 
p. 123) claim, what constitutes teacher knowledge has broadened to include “developments 
in information technology, the diversification of student cohorts, the ways in which 
knowledge is produced and transmitted, as well as pressing and urgent issues about the state 
of the world’s environment.” According to Hargreaves and Fullan (2012), all these 
knowledge related conceptions define teacher human capital (see Section 2.5.1). 
2.2.4.1 Teacher professionalism and professionalisation 
 
Professionalism and professionalisation are two distinctive and interrelated social concepts 
(Breshears, 2004). For Englund (1996), professionalism in education is the internal quality 
of teaching that demonstrates the mandatory attributes and responsibilities of teachers. In 
contrast, professionalisation represents the historical and sociological practice (Englund, 
1996) that is mostly connected to management and prestige of the teaching profession 
(Buyruk, 2014). In examining numerous definitions of professionalism, Evans (2008) asserts 
that professionalism is a service level agreement between employer and employee in relation 
to the terms and conditions of the employment. This means that teacher professionalism has 
a significant connection with managerialist principles (see Section 2.2.4.2 & Chapter Five, 
Section 5.2.2). Evans further underscores, 
 
Many interpretations seem to focus on professionalism as being an externally 
imposed, articulated perception of what lies within the parameters of a profession’s 
collective remit and responsibilities. In setting the positions of these parameters - and, 
hence, in defining the boundaries of the profession’s actual and potential authority, 
power and influence - external agencies appear to have the capacity for designing and 
delineating professions. (p. 4) 
 
 Breshears (2004), on the contrary, claims that the general public as an external agency 
determines the level of professionalisation and professionalism of an occupational group 
based on the improvement of their working conditions. It can also be contended that 
“professional culture makes up a large proportion of what, in many cases, is considered to be 
professionalism” (Evans, 2008, p. 6).  
28 
 
 Although the new democratic approach for safeguarding the rights and dignity of  
teachers  appeared as professionalisation, surprisingly, Whitty (2000) and other opponents of 
education reforms claim that the integrated regulations cause  to develop a tendency in the 
direction of “de-professionalisation” of teachers (p. 282). Proponents of the reforms, of 
course, consider the new development as “one of re-professionalisation, making teacher 
professionalism more in keeping with the needs of a new era” (Whitty, 2000, p. 282), but 
recent studies are increasingly focussing on two broad dimensions that expedite de-
professionalisation. They identify, first, on a  lack of opportunities for teacher autonomy and 
agency (Biesta, Priestley, & Robinson, 2015), (see Section 2.5.1 & Chapter Five, Section 
5.2.3 ) and, second, a progressive loss of teachers’ value in the employment market as 
learners are increasingly able to reach knowledge across time and space with recent 
technological advancements (Buyruk, 2014). These phenomena have further contributed to 
arguments about what constitutes teacher professionalism and professionalisation in the 
twenty-first century. If, as indicated earlier, teacher professionalism is substantially 
correlated with teacher quality and thus with student performance and learning outcomes, 
then there are significant implication for professionalism and professionalisation of ESL 
teachers at the university level in Sri Lanka. 
2.2.4.2 Managerial and democratic professionalism  
 
Recent policies and practices in education have been dominated by two discourses of 
professionalism: managerial and democratic. Policies promoting ideas of devolution and 
decentralisation give rise to professionalism guided by managerialist principles (Sachs, 
2001). The professionals who design corporate goals and evaluate how far teachers and 
students either conform or deviate from standardised criteria, and contribute to institutional 
onus are considered managers of professionalism (Day & Sachs, 2004). Managerialist 
regulation often focuses on: (a) centralised decision-making; (b) implementing performance 
indicators to assess teachers’ and students’ work; (c) achieving financial targets; (d) entering 
various employable markets; and (e) positioning learners as customers and teaching as a trade 
(Bolam, 2000; Deem & Brehony, 2005; Skinner, Leavey, & Rothi, 2019). This reflects that 
managerialism, as the  more authoritarian approach (Sachs, 2001), can gain acceptance 
through the implementation of policies and provision of funds to continue its measures (Day 
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& Sachs, 2004; Deem & Brehony, 2005). Thus, managerialism can strongly influence the 
design and delivery of sponsored PD activities (see Section 2.2.4.3, Chapter Four, Section 
4.5.2 & Chapter Five, Section 5.3.1). 
The second discourse connecting to teacher professionalism is that of democratic 
professionalism, which develops its roots “from the profession itself” (Sachs, 2001, p. 149) 
and promotes teachers’ collaborative and cooperative actions, providing them opportunities 
to serve the community as a group, a practice also encouraged by their unions (Day & Sachs, 
2004; Sachs, 2001). As democratic professionalism develops collaborative practices amidst 
teachers and other stakeholders in the industry, practitioners have a specific responsibility to 
the entire system of education, not only to one particular classroom or group of students 
(Sachs, 2001). In other words, they are bound by their profession to serve students, 
institutions, larger community, and most importantly, by their collaborative responsibilities 
to themselves as a distinct professional group (Day & Sachs, 2004). Notably, these principles 
align mostly with practitioner centred PD (see Section 2.2.4.3, Chapter Four, Section 4.5.1 
& Chapter Five, Section 5.3.2). Democratic professionalism can also empower teachers to 
regain, recreate, and renew their professional rights that may contribute to retention of their 
corporate professional identity (Whitty, 2000). In contrast, managerialist regulation is likely 
to prioritise industrial principles over teachers’ professional identities (Bloomfield, 2006; 
Skinner et al., 2019). However, this does not necessarily mean that managerialism has no 
implication for improvement of teacher’ professional identity (Sachs, 2001).  
As indicated previously, these two forms of professionalism are contradictory as each 
form has its own features and variations in practice. Regardless of this, the aim of both 
managerial and democratic professionalism is to heighten knowledge and professional 
practice of teachers, and subsequently improve learning outcomes of students. As such, “it is 
likely that teachers move between the two, negotiating the contradictions and multiple 
demands that are placed on them in their busy and complex workplaces” (Day & Sachs, 2004, 
p. 7). In light of this, it is important to investigate the extent to which managerialist and 
democratic regulation impact on the university ESL teachers’ perspectives on PD in Sri 
Lanka (see Chapter Five, Sections 5.3.1 & 5.3.2). 
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2.2.4.3 Independent and sponsored PD  
 
Two types of initiatives that could construct teachers’ knowledge, competence and improve 
their professional practice are independent PD and sponsored PD. Independent PD originates 
from teachers’ own initiative, in other words, the process is internally instilled  and developed 
(Eekelen, Vermunt, & Boshuizen, 2006). Sponsored PD, on the other hand, is “driven by 
central professional or regulatory bodies” (Evans & Esch, 2013, p. 137) that specify standards 
and determine the design and aims of PD activities. 
Recent studies have tended to focus on investigation of the extent to which 
independent PD facilitates ESL teachers’ enrichment of their classroom practices, that is, the 
direction in ESL teacher development has moved to from an “outsider [to an] insider” 
(Richards & Farrell, 2005, p. 13) approach. In the external approach, teachers frequently 
depend on expert knowledge and educational theories and practices that could be applied in 
their classrooms contexts; in contrast, an insider approach encourages teachers to identify 
their own circumstances and build up their individual knowledge and concepts by observing 
behaviour and practices of their learners in actual classrooms (Admiraal, Kruiter, Lockhorst, 
Schenke, Sligte, Smit, & de Wit, 2016). This practitioner-centred learning, originating from 
theories on adult learning, affirms teachers’ autonomy in their own development and 
indicates their intention to work as “active agents” (Louws, Meirink, Veen, & Driel, 2017, p. 
172) in their individual progress. In this approach  
 
Novices as well as experienced teachers need to see themselves as the source of PD. 
Individual PD can be sustained as long as this source of personal potential is available 
to be exploited by the self. This is because personal PD begins with self-awareness 
and self-motivation and progresses with self-direction as teachers make choices, and 
claim ownership for the decisions they make in their PD. (Freire, 1970, as cited in 
Thiyagarajah, 2009, p. 142) 
 
Wallace (1991) goes further, arguing that teacher development can be achieved “only 
by and for oneself” (p. 3), and therefore, in order to evolve professionally practitioners need 
to consider teaching as a profession and to see themselves as a part of that profession 
(Richards & Farrell, 2005; Sert, 2006; Soleimani & Khaliliyan, 2012). Professionalism 
means that teachers themselves are held responsible for setting goals for their individual 
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growth and development, and also for governing and managing their individual learning. If 
this is the case, teachers should be conferred the status “as knowers, as producers of 
legitimate knowledge, and as capable of constructing and sustaining their own PD over time” 
(Borg, 2014, p. 35) because their commitment to professionalism is vital to all other aspects 
(Shujing, 2016). Soleimani’s (2012) observation that teacher PD is the progress a teacher 
attains in consequence of obtaining increased understanding by investigating his/her teaching 
methodically supports the sustainable self-motivated approach proposed by Sert (2006) and 
Wallace (1991).  
The manner in which PD needs to be offered to teachers is contentious (Tan et al., 
2015). Fischer (2000) claims that the opportunity to engage in PD activities without 
institutional mandate may enable practitioners to gain more meaningful learning experience 
and become lifelong learners. Others argue that experience acquired through independent 
learning is not always sufficient to create broad and meaningful changes in classroom 
practices (Morgan, 2010), and that institutional contribution in terms of teacher PD cannot 
be overlooked given the implication of such institutional inputs to produce focused PD 
activities for teachers (Bozat, Bozat, & Hursen, 2013; Gurney, Liyanage, & Gharachorloo, 
2014) (see Chapter Five, Sections 5.3.1 & 5.3.2 ). Institutional intervention can offer benefits 
to ESL teachers via heightening the relevance of sponsored PD activities for their practice in 
context, and also providing them opportunities to be aware of developments and changes in 
the industry (Gurney, Liyanage, & Haung, 2018). Conversely, sponsored PD activities can 
promote compliance with the protocols and other conventions of PD providers and 
institution, and as Tan et al. (2015) argue, pressure for conformity can adversely impact 
teacher engagement in PD, ultimately impacting negatively on practitioners’ “learning, 
agency and identity” (Gurney & Liyanage, 2015, p. 5) (see Chapter Four, Section 4.3.1 & 
Chapter Five, Section 5.3.1). 
What is important to note here is that when teachers lack institutionally facilitated PD 
opportunities for their personal and professional growth, they are likely to engage in 
independent learning prompted by their individual aspirations. As revealed by a recent study 
(Jansen in de Wal, den Brok, Hooijer, Martens, & van den Beemt, 2014, p. 173), teachers 
who have an outstandingly “autonomous motivation profile”  are likely to engage in PD 
activities more frequently than teachers with a “regulated motivational profile”. Though few 
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studies have investigated such a phenomenon, it could be observed that teachers constantly 
engage in PD for their lifelong learning even in absence of sponsored PD programs 
(Bouchard, 1996, as cited in Mushayikwa & Lubben, 2009).  
Although the relationship between independent and sponsored PD is “overlapping, 
inseparable and sometimes uneasy” (Gurney & Liyanage, 2016, p. 1), teachers’ individual 
goals and their readiness for improving professionally are vital in determining the extent to 
which they engage in PD activities. Thus, teacher PD originating in teachers’ individual 
characters cannot be enforced as a mandatory requirement (Ewing, Smith, Anderson, Gibson, 
& Manuel, 2004). For this reason, to what extent teachers affirm their sense of duties, 
accountabilities and individual identification through self-directed PD, or whether they 
dependent on sponsored PD, is determined by themselves (further discussed in Chapter Five, 
Sections 5.3.1 & 5.3.2 ). 
2.3 Lifelong learning 
 
Lifelong learning is “learning that is flexible, diverse and available at different times and in 
different places” (Duta & Rafalia, 2014, p. 802). As a process, it encompasses self-directed 
learning skills, effective skills for communication, capability to work as an agent of change, 
and willingness to collaborate and share innovative approaches with others (Collins, 2009). 
Today, more than ever, lifelong learning is important due to the developments and changes 
occurring at different fields in a global economy that is “knowledge-based” (Hursen, 2014, 
p. 5035), and policy-makers and organisations believe that lifelong learning is essential in 
order to address the most important social, economic and educational problems in the twenty-
first century (Duta & Rafalia, 2014).  
As a result, in recent years, lifelong learning has gained great acceptance among 
institutions of learning. In particular, universities as hubs of “knowledge production and 
dissemination” (Kehm, 2015, p. 5) should equip students, and provide opportunities for 
teachers, to engage in lifelong learning. PD of teachers in higher education is the key to 
providing opportunities for lifelong learning for enhancing practitioners’ quality of 
classroom teaching (Bedmar & Palma  Cobano-Delgado, 2012; Duta & Rafalia, 2014; 
Nicholls, 2010) (see Section 2.2.3). Continuous learning supports teachers to assess their own 
practice, to experiment, and engage in inquiry, and to offer diverse learning experiences and 
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opportunities to their students (Woonsun, 2014a). Through lifelong learning, teachers can 
increasingly acquire new skills, enhance their currency in the employment market, improve 
resilience for new challenges, and develop potential to address the requirements of workplace 
changes (Laal & Salamati, 2012). 
It is important that teachers should understand the implications of ongoing learning 
for their professional practice (Nicholls, 2010), develop a genuine interest for continuous 
learning in order to gain the knowledge and skills required for teaching and learning (Bautista 
& Ortega-Ruiz, 2015; Hunde & Tacconi, 2013), and perhaps also use these skills to advance 
their individual lives with self-reliance and creativity (Bryce, Frigo, McKenzie, & Withers, 
2000) (see Chapter Four, Section 4.5.1 & Chapter Five, Section 5.2.1). 
2.3.1 PD continuum 
 
It is commonly understood that even an effective induction program in education is highly 
unlikely to provide a teacher with knowledge, competence and attributes that he/she may 
require for their entire career (Delannoy, 2000; Louws et al., 2017; Woonsun, 2014a). This 
is mainly because teachers may encounter diverse contextual and practice-based needs as 
they progress with their profession (Broad & Evans, 2006; Richards & Renandaya, 2002; 
Tan et al., 2015; Zamir, 2017). This means that teachers engagement in lifelong learning is 
mostly the result of being motivated by the issues that they encounter during their real 
classroom practices (Kwakman, 2003; Mushayikwa & Lubben, 2009). For instance, teachers 
should be aware of how to incorporate new knowledge, technological advancement, and all 
other developments in education into their professional practice appropriately (Bedmar & 
Palma  Cobano-Delgado, 2012). This circumstance has caused educationists and researchers 
to move away from the ineffective concept of “pre and in-service training to one of teacher 
development as a continuum” (Delannoy, 2000, p. 11). Many practitioners also are confident 
of the necessity for lifelong education to build on the foundation of pre-service training 
programs (Farooq, 2016), and thus increasingly seek involvement in PD of the sort that 
Darling-Hammond and McLaughlin (2011) argue, stimulate lifelong learning, activities that: 
 Engage practitioners in authentic teaching, observing, reflecting and assessments; 
 Are based on reflection, inquiry and investigation; 
 Are collaborative in practice; 
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 Connect teaching and learning goals; and  
 Are part of the development plan of organisation. 
 
When teachers engage in continuous learning through proper self-evaluation, 
reflection and PD initiatives, they have the capability for broadening their knowledge, 
competence, and understanding that may largely support them to meet the benchmarks 
applicable to their duties (Mathew, 2014). More specifically, Pettis (2002) identifies three 
characteristics of the process of lifelong learning that an ESL practitioner must adopt: (a) 
change the approach employed to teaching, learning, and interests over time; (b) change the 
PD practices adopted over time; and (c) enrich language competency, learning, and teaching 
over time.  
It is important for all teachers, novice and experienced, to engage in continuous PD 
as a lifelong learning process (Jovanova-Mitkovska, 2010; Woonsun, 2014b), and, as 
members of  “communities of learners”, to constantly search for new ways to improve 
professional standards (Fischer, 2000, p. 9) and find ways to promote their students’ interest 
for lifelong learning (Selvi, 2011, as cited in Celebi, Ozdemir & Elicin, 2014; Durksen, 
Klassen, & Daniels, 2017). Educational policies and reforms should also be designed to 
accommodate measures and arrangements that facilitate lifelong learning of teachers so they 
can develop confidence to undertake their own learning independently or collaboratively 
with their peers which  may result in reaching their developmental goals (Villegas-Reimers, 
2003). Therefore, it is significant to examine how the two types of PD activities support 
university ESL practitioners in Sri Lanka to achieve these outcomes (see Section 2.2.4.3 & 
Chapter Five, Section 5.2.1).  
2.4 Current PD practices  
2.4.1 Job embedded PD 
 
Job-embedded PD usually occurs in the context of practitioners’ institutions and classrooms 
(Darling-Hammond & McLaughlin, 2011; Hirsh, 2009). Teachers’ communities of practice 
that include both formal and informal learning are also a vital part of job-embedded PD 
(Meirink, Meijer, & Verloop, 2007). Researchers (Garet, Porter, Desimone, Birman, & Yoon, 
2001; Kraft, Blazar, & Hogan, 2018) have illustrated that in-depth and sustained job-
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embedded PD targeted on teaching can heighten teachers’ knowledge, classroom practices, 
and their students’ performance. More specifically, this practice can foster “teachers’ vision 
for reform, deepen their content knowledge, and promote understanding of student thinking” 
(Althauser, 2015, p. 211).  
Research (Edge et al., 2015; Tam, 2014; Topkaya & Celik, 2016) has demonstrated  
teachers need collegial support and meaningful opportunities to reinforce the knowledge and 
skills that they gain from diverse PD initiatives, and job-embedded PD creates a common 
platform for teachers to collectively and supportively plan, analyse and reflect on their 
learning from PD activities (Hirsh, 2009). As the National Institute for Excellence in 
Teaching (2012) states, teachers can gain more beneficial outcomes via on the job PD rather 
than attending fragmented workshops and conferences. Although job-embedded PD has 
potential to optimise teachers’ engagement, address their practice-based needs, and sustain 
their ongoing improvements and growth, the desired outcomes are ultimately largely 
dependent on the professional culture of institutions (Cirocki, Tennekoon, & Pena Calvo, 
2014) (see Chapter Five, Section 5.2.1).   
For many years, rather than being job-embedded, teacher PD was usually 
characterised as short, stand-alone workshops on diverse topics chosen by schools, colleges 
or universities. In the 1990s, many (Little, 1993) noticed the inadequacy of traditional form 
of PD in terms of focus, strength, and consistency required to enhance classroom practices. 
As such, researchers re-designed teacher PD initiatives to accommodate present day teacher 
and student needs (National Centre for Education Statistics, 2006). For example, mentoring 
(Hairon, 2019), peer coaching (Kraft et al., 2018), team teaching and action research (also 
known as practitioner inquiry) are currently very popular in accommodating these 
requirements (Morgan, 2010; Rock, Gregg, Gable, & Zigmond, 2009).  
 Mentoring develops a “process of mutual growth, during which mentor and mentee 
engage in cycles of active learning” (Diaz-Maggioli, 2004, p. 49) that leads to improvements 
of classroom practice, enhancing reflective practice, and professional growth of parties 
involved (Nolan & Molla, 2017; Wetzel, Svrcek, LeeKeenan, & Daly-Lesch, 2019). Here, 
competent teachers and less skilled practitioners develop personal and professional 
partnerships (Butcher, 2002; Morgan, 2010), and through this connection, novices can 
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overcome their personal stress (Dahl, Telg, & Turner, 2019), improve resilience, and play a 
more agentic role in their professional practice (Wetzel et al., 2019).  
 Peer coaching usaully focusses on constructing teachers’ knowledge (Wetzel et al., 
2019) and enriching their existing teaching practices (Becker, Waldis, & Staub, 2019; 
Morgan, 2010). As both teachers perform as coach and coachee (Hismanoglu, 2010), they 
develop understanding (Wetzel et al., 2019) and ability to acknowledge the comments and 
assistance of one another for their individual teaching (Arslan & Ilin, 2013). More 
specifically, well designed, methodical and recurring coaching (Gürgür, 2017; Liao, 2018; 
Zepeda, 2013) reduce teachers’ tension relating to three key areas: “teacher identity, 
curriculum, instruction and community” (see Wetzel et al., 2019 p. 43) and situate them as 
agentic.  
Team teaching is a process where a group of teachers collaborate systematically 
(Brumpy & Wada, 1990, as cited in Tajino & Tajino, 2000) to achieve the design and delivery 
objectives of a course (Buckley, 2000). Team teaching empowers a practitioner to move away 
from solitary practice and allow other practitioners to look at his/her teaching from another 
perspective (Plank, 2013). Collaborative teaching enriches teachers’ efficacy (Hismanoglu, 
2010; Jenkins & Crawford, 2016) enabling them to expose students to numerous perceptions 
(Plank, 2013) and develop their critical thinking abilities (Hooda & Sharma, 2016). Although 
team teaching is beneficial for “cross-disciplinary collaboration, interdisciplinary studies and 
pedagogical innovation” (Rope-Ruark, Mothley, & Moner, 2019, p. 120), integrating 
teachers’ individual perspectives into one delivery plan has become a challenge to achieve 
the desirable outcomes (Cruz & Geist, 2019).  
Action research has a significant implication for teachers’ classroom practice as a 
practitioner-centred PD initiative (Borg, 2014; Chaitanya & Bavani, 2012; Cramp & Khan, 
2018; Diaz-Maggioli, 2004; Zepeda, 2013). It promotes “collaborative classroom activity 
involving the cycles of observing, analysing, acting and reviewing” (Chaitanya & Bavani, 
2012, p. 68). For Chaitanya and Bavani (2012), those cycles can empower teachers to observe 
certain issues of teaching and learning in an in-depth manner, and gain better skills for 
investigation and problem solving. This means that, after constantly examining the situation 
(Cohen & Manion, 1994), findings of productive action research can be used to make 
pedagogical decisions (Borg, 2014). As conceptualised by Diaz-Maggioli (2004), action 
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research carried out in collaboration with peers can promote communities of practice, 
whereas individual efforts of isolated studies may not encourage such phenomenon among 
practitioners. However, action research, both collaborative and individual, can enrich 
teachers’ quality and professionalism significantly (Atay, 2008; Diaz-Maggioli, 2004; Gao, 
Barkhuizen, & Chow, 2010).  
As has been indicated, these job-embedded practices can be carried out effectively, 
either individually or collaboratively. This is especially the case when these practices have 
institutional support and appropriate intervention (see Section 2.2.4.3 & Chapter Five, 
Sections 5.2.1, 5.3.2). 
2.4.2 Online PD, implications and issues 
 
Internet-assisted technologies can be integrated into both sponsored and self-directed teacher 
PD programs in order to enrich the quality of teaching through effective use of teachers’ 
skills (see Section 2.2.4.3). The use of Online Professional Development (OPD) in teacher 
development has been discussed in many investigations largely for its productive outcomes 
(Duncan-Howell, 2007; Lloyd & Cochrane, 2006; Sari, 2012). PD employing Computer 
Mediated Communication technologies (CMC) and other internet-assisted applications and 
tools is considered OPD (Kabilan, Adlina, & Embi, 2011). More specifically, 
 
OPD involves any activities, programs, opportunities or experiences undertaken via 
CMC and related internet applications by teachers that lead to the enhancement of 
knowledge, skills, motivation and understanding of individuals or groups in learning 
contexts. (Kabilan et al., 2011, p. 96)  
 
As Bolam and McMahon (2004, p. 43) argue, the most powerful “widespread and 
recent technical innovation in continuous PD has arisen with the advent of the worldwide 
web and e-learning.” This is because well designed OPD programs enable teachers to use 
speedily available, flexible and meaningful opportunities to both heighten incorporation of 
the standard features of productive cluster PD, and the individualisation of experience to 
solve teacher needs in specific classroom environments (Bonk & Cummings, 1998). The 
flexibility, innovation and unlimited nature of teacher educational networks can create 
environments that nurture collaboration, empowering teachers to “focus their efforts, and 
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develop agendas that grow and change” (Lieberman, 2000, p. 221) with the needs of other 
practitioners. As such, social media (Dabbagh & Kitsantas, 2012; Doak, 2018; Haworth, 
2016; Visser, Evering, & Barrett, 2014) and online learning communities are highly 
beneficial for teachers’ growth and development (Duncan-Howell, 2010; Holmes, 2013; 
Parsons, Hutchison, Hall, Parsons, Ives, & Leggett, 2019; Sari, 2012), and the growing 
popularity of such communities among teachers reflects their interest to foster professional 
growth through such practices (Morgan, 2010). In addition, as  Bala, Mansor, Stapa, and 
Zakaria (2012, p. 182) point out, continuously engaging in OPD programs can enable 
practitioners to be “technology-literate” and thus more competent in employing digital 
devices and tools. The use of OPD can support teachers to effectively encounter 
contemporary challenges in field of education (Bozat et al., 2013), to reflect on these, to 
develop professionally, and experience personal satisfaction with their practice (see Chapter 
Five, Section 5.3.2). 
Irrespective of the increasing development and popularity of digital technologies and 
internet-assisted PD tools, the results of the research conducted in both developed and 
developing countries demonstrate that teachers as a profession still use them only moderately 
for their  PD (Rolando, Salvador, Souza, & Luz, 2014). The use of CMC for PD, and for 
classroom teaching and learning, distresses some practitioners. Critically, teachers’ 
misconceptions and technophobia are the most challenging issues for OPD, and this flows 
through to OPD focussed on incorporating internet-assisted technology into teaching 
pedagogy and language curricula. In particular, many teachers’ and administrators’ 
perception is that such tools are of little worth, or that technology cannot replace the presence 
and input of a teacher during learning experiences (Thelmadatter, 2007, as cited in Celik, 
2013). Blake (2011) identifies teachers’ lack of computer literacy and competence as the 
greatest obstacle, first, to their capacity to perceive its capabilities, and thus in turn, to 
effective integration of information technology into their PD and professional practice (see 
Chapter Five, Section 5.3.2 for further discussion). There is a need for teacher educators to 
introduce ESL teachers to research and skills that prepare them to embrace new PD 
pedagogies that are connected to ICT in conjunction with more traditional PD models 
(Bransford, Brown, & Cocking, 2000). Notably, this outcome can effectively be achieved via 
sponsored PD activities (see Section 2.2.4.3 & Chapter Five, Section 5.3.2). 
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2.5 Trends and issues in teacher PD 
2.5.1 PD and professional capital  
 
In recent years, PD initiatives have broadly focussed on heightening teacher professional 
capital. For Hargreaves and Fullan (2012), teacher professional capital encompasses three 
vital aspects: (a) human capital - overall knowledge and skills of teaching as a profession; 
(b) social capital - sustaining meaningful collaboration and support; and (c) decisional capital 
- teacher agency and autonomy. In addition to content and pedagogic knowledge, teacher 
human capital includes “understanding the diverse cultural and family circumstances that 
students come from …and having the emotional capabilities to empathise with diverse groups 
of children” (Hargreaves & Fullan, 2012, p. 89). This means that teachers’ ability for 
understanding students’ individual differences and catering for their diverse needs is also a 
vital part of human capital (see Chapter Five, Section 5.2.4). In present days, developing 
teachers’ social capital is also becoming increasingly important to collaborative achievement 
of course instructional objectives, and thus, teachers are always placed within professional 
communities (West, 2017).  
As researchers argue, human capital becomes ineffective without social capital as the 
latter is critical in developing teachers’ skills (Hargreaves & Fullan, 2012). More specifically, 
teachers who lack human capital and associate with colleagues with higher social capital are 
likely to gain more effective outcomes than working with those with lower social capital 
(Hargreaves & Fullan, 2013). Hargreaves and Fullan (2013) suggest teachers’ decision 
capital is mostly dependent on their career phrase - early career (1-3 years of experience), 
later years (3-22 years of teaching), and 22 years and onwards - and that teachers’ capacity 
for demonstrating decision capital gradually declines after 22 years of teaching due to their 
personal commitments, affecting their agency and autonomy to a considerable extent.  
Teachers with strong professional capital possess a powerful sense of confidence, 
enthusiastically seek out opportunities for learning, and have the ability to question the value 
of policies and strategies that may impact on their professional practice (Nolan & Molla, 
2017). Given that teacher professional communities and values are now being challenged by 
“managerialist discourses of performativity” (Liyanage et al., 2015, p. 487) that disconnect 
knowledge from human beings and consider it a market product within the knowledge-based 
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global economy, professional capital has a special significance. For ESL teachers, as English 
is gradually becoming the world lingua franca, PD can guide the development of professional 
capital teachers require to interact and collaborate with other teachers, researchers and 
educationists in the world in spite of national and international demarcations (Luke, 2004). 
For ESL teachers at the university sector in Sri Lanka, in particular, the research questions 
investigated in this study provide some insight in to the relationship between their 
engagement in PD and the extent and nature of development of their professional capital (see 
Chapter Four, Section 4.3.1 & Chapter Five, Section 5.3.4). 
2.5.2  Issues in PD  
 
Apart from the serious problem of the lack of opportunities for attending PD activities, there 
is evidence in the literature that PD activities that are available are not always resourceful 
and unique (Arikan, 2010; Bautista & Ortega-Ruiz, 2015; Bolam & McMahon, 2004; 
Darling-Hammond, Hyler, & Gardner, 2017; Saberi & Amiri, 2016; Shirazi, Bagheri, 
Sadighi, & Yarmohammadi, 2013; Zheng, 2012), that too often what teachers retain are the 
“images of coffee breaks and consultants in elegant outfits” (Diaz-Maggioli, 2004, p. 1). This 
phenomenon has given rise to discussion among researchers and ESL practitioners with 
regard to the value of existing teacher PD programs (Gajadeera, 2006; Meng & Tajaroensuk, 
2013; Saberi & Amiri, 2016; Soleimani & Khaliliyan, 2012; Wichadee, 2012). As these 
authors argue, teachers encounter unsatisfying experiences mostly due to flaws in the design 
and delivery of PD activities. PD facilitators need to identify “where each practitioner stands 
in terms of convictions and beliefs” (Avalos, 2011, p. 10) and provide them appropriate 
directions and leadership for development and change. When teachers develop the belief that 
PD is capable of improving the quality of their classroom practices they find the courage to 
use what they learn from PD to heighten student performance (Ingvarson, Meiers, & Beavis, 
2005). 
2.5.2.1 Issues relating to design and delivery 
 
PD focusing on “traditional or positivist principles, and behaviorist and objectivist traditions” 
(Pitsoe & Maila, 2012, p. 320) generally employ the method of transferring knowledge to 
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teachers rather than constructing new knowledge in them. Traditional teacher PD often 
becomes hierarchical as the power of an organisation is usually centralised among 
“policymakers or bureaucrats as the carriers of the knowledge that needs to be transferred to 
teachers, … [positioning teachers as receivers of] knowledge to be absorbed” (Pitsoe & 
Maila, 2012, p. 320) (see Section 2.2.4.3). Vertical knowledge transmission is likely to 
disregard valuable methods of teaching for  learning (Freeman, 2002), and with no provision 
to identify what type of activities are valued and applicable from teachers’ understanding 
(Collins & Liang, 2014; Shirazi et al., 2013), the content of PD  activities become highly 
irrelevant and impractical to practitioners, and to the context in which they undertake 
teaching (Meng & Tajaroensuk, 2013; Wichadee, 2012). Top-down decision-making that 
prioritises PD providers’ needs, or includes activities which are too general to be applied in 
average classroom environments, develop negative views towards PD in participating 
teachers (Diaz-Maggioli, 2004). In contrast, PD activities that incorporate practitioner needs 
(Duta & Rafalia, 2014; Louws et al., 2017), and address diverse themes can encourage their 
interest and enthusiasm (Crandall, 1993) (see Chapter Five, Section 5.3.4).  
Teacher PD programs that receive the highest criticism are those offered using the 
most widely used method of instruction, the one-size-fits all workshop (Alberth, Mursalim, 
Siam, Suardika, & Ino, 2018; Garet et al., 2001; Hooker, 2017; Saberi & Amiri, 2016; Shirazi 
et al., 2013), instead of other effective formats and designs (Desimone & Garet, 2015; Diaz-
Maggioli, 2004). PD providers develop undesirable attitudes towards sponsored PD among 
teachers by employing a standardised one-size-fits-all approach for delivering PD across the 
board, disregarding experienced and novice teachers’ needs, and regardless of the teachers’ 
students’ age and cognitive development (Diaz-Maggioli, 2004). Research findings ensure 
that teachers have diverse learning differences (Louws et al., 2017) and PD needs in different 
career stages (El Afi, 2019; Mahmoudi & Özkan, 2015; Petrie & McGee, 2012). Nonetheless, 
teachers are frequently mandated to attend workshops despite their unwillingness. For Shirazi 
et al. (2013), such practices have no potential to bring any significant changes for teacher-
student learning (See Section 2.2.4.3, Chapter Four, Section 4.5.2 & Chapter Five, Section, 
5.2.2). 
Other issues are numerous. Many institutions and PD facilitators are not maintaining 
a systematic mechanism to evaluate the productivity of PD programs, and re-structure them 
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accordingly (Diaz-Maggioli, 2004). Instead of obtaining methodical in-depth feedback, a 
questionnaire containing some superficial aspects is usually distributed among participants 
as a post-PD activity in which teachers’ genuine observations may not be identified (Shirazi 
et al., 2013) (see Chapter Five, Section 5.3.4). The fragmented, and/or inconsistent, nature of 
PD programs (Shirazi et al., 2013) has also become a much remarked issue among 
practitioners (Meng & Tajaroensuk, 2013), as has the dearth of practicum in teacher PD 
activities (Cornu & Ewing, 2008). For ESL teachers, employing programs that were effective 
in foreign contexts (Saberi & Amiri, 2016) has also been recognised as a significant issue in 
the design of PD. Critically, the non-existence of an authority or a facility to undertake the 
ownership and outcomes of activities that occur after a PD program has also unfavourably 
affected teachers transfer of learning to classroom practices (Diaz-Maggioli, 2004; 
Huberman & Miles, 1984). These issues point to the critical need for re-consideration of PD 
as a collective effort of teachers, learners and facilitators in order to promote improved 
learning, and provide benefits for all stakeholders in the industry (see Chapter Five, Section 
5.3.4). 
2.5.2.2 Less opportunities for PD 
 
Many studies have identified teachers’ existing excessive workloads, and the possible burden 
of additional PD-related assessments, as the main obstacles to participation in PD activities. 
Administrators may have negative attitude towards PD activities that remove teachers from 
their direct engagement with students (Cambone, 1995), so that teachers attendance at PD 
offerings is mostly determined by the extent to which their students’ learning is impacted by 
their absence (Tan et al., 2015). Even teachers who are passionate to develop themselves are 
frequently constrained by their fixed teaching schedules (Breshears, 2004; Meng & 
Tajaroensuk, 2013) and thus find it difficult to create an environment for collaborative and 
communities of practice in their institutions (Shirazi et al., 2013). Therefore, teachers are 
reluctant or unable to move away from their usual classrooms in order to engage in PD 
programs (Wichadee, 2012). However, as Breshears (2004) emphasises, teachers may not 
sustain themselves and develop professionally only through the class room work they 
undertake (see Sections 2.3, 2.3.1 & Chapter Five, Sections 5.3.1, 5.3.2). 
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Furthermore, although practitioners perceive that PD improves their career 
trajectories, “the economic conditions in which many teachers are entrenched” discourage 
them from attending programs of teacher development and restrict their capacities of 
performing as professionals (Breshears, 2004, p. 32) (see Chapter Five, Section 5.2.2). For 
example, many ESL teachers are employed in rural contexts, or on contract basis, and may 
not have genuine interest in investing much time, effort, or finance on their PD  (Abbott & 
Rossiter, 2011). Others are reluctant to travel extensively to attend PD activities, and this can 
hinder their desire and interest to engage in programs (Crandall, 1993). 
2.5.3 Other factors influencing PD 
 
Educational reforms and teacher PD programs in many countries appear to be negatively 
impacted by existing political doctrines and bureaucratic administrations (Day & Sachs, 
2004; Gajadeera, 2006; Sachs, 2001). In synthesising the literature of contemporary teacher 
PD across Europe and the USA, Day and Sachs (2004) found education that is highly based 
on increasing politicisation has devalued teachers’ individuality, professional identity, and 
professionalism. As they argue, this has resulted in shifting teachers from “expert knowledge 
holders to facilitators of learning” (Day & Sachs, 2004, p. 17). Political intervention is 
especially evident from governments’ efforts to regulate standards and impose externally 
designed curricula (Day & Sachs, 2004). Given this situation, PD providers have encountered 
a greater difficulty in designing PD activities integrating both administration requirements 
and practitioner needs and interests simultaneously (Gurney & Liyanage, 2015) (see Sections 
2.2.4.2, 2.2.4.3, 2.5.2.1 & Chapter Five, Section 5.3.4).  
As Sugrue (2004) claim, this indicates the negative impact of authoritarian and 
government driven agendas on teachers’ knowledge construction, classroom practices, and 
subsequent learner performance. Due to this background, the teaching profession which 
operates  as a significant agency between society and young generations is always likely to 
be constrained (Delannoy, 2000). In examining continuous PD issues in the USA, Little 
(2004) emphasises the “requirement of a nationwide centralist involvement towards linking 
continuous PD with narrowly conceived standards-based accountability agendas” (p. 96). 
Similarly, as Gurney and Liyanage (2015, p. 2) argue, “divergent” goals of governing 
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institutions that are increasingly influencing teachers PD practices need to be addressed as a 
matter of much importance.  
In addition to these broader issues, inadequate allocation of funds for PD has 
adversely influenced practitioners’ professional growth and development. In this context, the 
main concern of administrators is to reduce cost of PD programs without considering its 
impact on the content and quality of activities. For instance, ESL teachers in developing 
countries are now encouraged to attend conferences in their countries instead of participating 
in international conferences elsewhere in the world (Abbott & Rossiter, 2011). Critically, this 
has delimited their opportunity to develop collaborations and networking with scholars and 
other researchers in the world. As Breshears (2004, p. 25) claims, it is irrational to expect 
“ESL teachers simply to start becoming professionals” when their place is determined by 
outside forces. In this context, it is valuable to investigate to which extent ESL teachers at 
the Sri Lanka universities are influenced by these determinants, and their perceptions of these 
issues (see Chapter Five, Sections 5.3.1 & 5.3.2). 
2.6 Empowerment of ESL teachers  
2.6.1 Teacher standards  
 
The impact of marketisation and managerialist regulation on education, and increasing 
exchange of education policy discourses around the world, have prompted issues and changes 
in teachers’ professional identities (Liyanage et al., 2015). In response, the need for a 
professional body or institution to support ESL teachers to establish values and standards in 
their profession has gained support (Breshears, 2004; Gajadeera, 2006). The key 
responsibility of such an organisation is to function as the voice and mediator of the ESL 
industry to attain these goals. This is especially vital for the ESL profession, as in some 
contexts practitioners have already become marginalised among other communities of 
teaching, and are not accorded the social status and recognition accorded other education 
professionals (Breshears, 2004). This has been experienced by ESL practitioners over time 
and well documented in the literature (Edstam, 2001; Sachs, 2001). According to Breshears 
(2004), three aspects of the teaching profession interact to diminish their level of 
professionalism; poorly resourced working environments and low earnings adversely impact 
on teachers’ PD and growth, this in turn obstructs teachers’ trajectory to professionalisation, 
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and without the opportunity to improve the quality of work, teaching lacks status and has low 
levels of remuneration. Some (e.g., Edstam, 2001), propose that individual teachers should 
adopt strategies to establish and sustain professional standards and a strong professional 
identity, for example:  
 
 Be an expressive representative; 
 Liaise with content teachers; 
 Be a learner and also a teacher; 
 Follow a preemptive approach on ESL issues; 
 Be a vigorous member of the TESL association;  
 Consider PD as an ongoing process of professionalisation; and 
 Develop interpersonal skills. (Edstam, 2001)  
 
Others, Breshears (2004), for example, underscores the implications of national 
standards for establishing ESL teaching as an accredited profession. Standards can empower 
ESL teachers to maintain their professionalism regardless of any adverse external socio-
political dynamics, can operate as beneficial tools in determining the aims and content of PD 
activities, and promote teachers’ reflective practices (Mayer, Mitchell, Macdonald, & Bell, 
2005). Some countries have already implemented national standards of PD for teachers, for 
instance, in the USA, the National Board of Professional Teacher Standards (2016) has 
designed benchmarks and an evaluation system for many curriculum areas based on five 
main principles which require that teachers: 
 
 Are committed to students and their learning;  
 Know the subjects they teach and how to teach those subjects to students;  
 Are responsible for managing and monitoring students’ learning;  
 Think systematically about their practice and learn from experience; and 
 Are members of learning communities. (p. 1)   
 
TESL Canada has also committed to improve ESL teachers’ professionalism and 
professional identities, largely based on three key principles: “teacher PD, the development 
and implementation of national standards for both professional certification for teachers, and 
a recognition process for teacher training programs” (Eddy & May, 2004, p. 102). The 
development of professional standards by the Australian Institute for Teaching and School 
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Leadership (2011) demonstrates increased commitment to continuous PD and lifelong 
learning with the onus of responsibility on both teachers and the institutions of employment. 
Professional standards for teachers in the university sector in Sri Lanka are specified by the 
UGC in ‘The Manual for Review of Undergraduate Study Programs of Sri Lankan 
Universities and Higher Education Institutions, 2015’: 
 
 The Institute adopts and practices the policy requiring the new staff to undergo an 
induction program offered by the University as soon as they are recruited; ensures 
that the induction training program provides an awareness of their defined roles 
and duties, and imparts minimum knowledge and competencies required to 
perform the assigned tasks; (see Chapter One, Section 1.8.1) 
 The Institute ensures that the capacity of all staff is continuously upgraded and 
enhanced through provision of in service, continuous PD programs; impact of 
continuous PD programs are monitored, and remedial action taken as and when 
required; and 
 The staff is provided with required training in Outcome Based Education and 
Student-Centred Learning approach (OBE-SCL) and the staff is provided with 
teaching and training facilities to implement OBE-SCL. (UGC, 2015, p. 43) 
 
In this context, it is noteworthy to investigate to what extent these recently 
implemented professional standards are catering for ESL teachers’ needs in the university 
sector in Sri Lanka (see Section 2.2.4.3, Chapter Five, Sections 5.3, 5.3.3 & Chapter Six, 
Section 6.4). 
2.6.2 Criteria in determining effectiveness, quality and relevance  
 
Provision of high quality PD opportunities for teachers is one of the key challenges of 
educational institutions (Kraft et al., 2018) (see Section 2.5.2.1). Productive PD activities are 
important to create meaningful improvements in teachers’ classroom practice. This section 
presents several significant principles, characteristics and models proposed by researchers to 
enrich the effectiveness of sponsored PD opportunities through improving their design and 
content.  
 Guskey (2003) analysed thirteen lists of characteristics of effective PD programs 
produced during the period 1995 to 2002 in settings around the world. Although a total of 
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twenty-one characteristics were in the lists of well-established researchers and organisations, 
only seven were reported as the most noted. This means, first, that two thirds of the 
characteristics were not recognised as effective by some researchers and institutions to be 
included in their criteria for determining productivity of a PD program, but, second, the seven 
characteristics, below, may have significant implications for designing productive PD 
activities: 
 
 Improving practitioners’ content and pedagogical knowledge;  
 Providing adequate time and facilities essential to constructive PD;  
 Encouraging collegiality and collaboration among peers;  
 Developing procedures for obtaining feedback from participants in the form of 
evaluation;  
 Aligning PD policies and practices with other institutional reforms to produce 
high-standard instructions;  
 Conducting site-based PD programs and;  
 Building leadership capacity of teachers. (Guskey, 2003) 
 
Six principles that can be used as a guide for every PD program are recommended by 
Wassermann (2009). These differ from those identified by Guskey (2003): 
 Participants should have opportunities to practice the skills gained through PD 
program; 
 Its content should be related and engaging; 
 Concepts covered should be linked to real classroom practices; 
 PD activity must be consistent and articulate; 
 It should reinforce teachers’ problem-solving skills; and 
 Must acknowledge teachers’ existing knowledge. (Wassermann, 2009) 
 
Regardless of the dissimilarities among specific sets of criteria, findings of research 
confirm that design of PD that enriches teachers’ professional practice needs to begin with a 
firm set of objectives, such as Guskey’s (2003) most reported characteristics or 
Wassermann’s (2009) principles of effectiveness, by which its quality can be judged (Edge 
et al., 2015; Gurney, 2015; Shirazi et al., 2013; Topkaya & Celik, 2016). There are significant 
implications for teacher PD in the practitioner-centred and autonomy-based nature of the 
model of Loucks-Horsley et al. (2010) which based on four theories: 
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 The principles of adult learning; 
 The assumption that all individual teachers bring strength to teaching; 
 Teachers expect their students to be successful in learning; and  
 Teachers are willing to practice novel approaches when they understand that their 
learners become beneficiaries (Loucks-Horsley et al., 2010, as cited in Wilde, 
2010).  
 
This model, which takes the form of five principles, covers an area in PD that was 
not particularly addressed by previous studies (Wilde, 2010). As conceptualised by 
proponents of constructivism (Black & Ammon, 1992; Cannella & Reiff, 1994; Richardson, 
1997), its first principle is that participants’ prior knowledge and areas of expertise should be 
linked with the new knowledge and activities of the proposed PD program; this connection 
can greatly empower participants to develop their own understanding (see Chapter Five, 
Section 5.2.3). A second principle asserts the value of creating multiple and practical 
opportunities to keep participants engaged as learners, and of creating situations to apply new 
knowledge and competences acquired through PD activities (Núñez Pardo & Téllez Téllez, 
2015). Provision of opportunities for practice, feedback, and follow-up is demonstrated as 
the third principle. To this end, as advocated by Osman, Cockcroft, and Kajee (2008), 
teachers, as a community, need to practice the new skills, methods and approaches, to obtain 
feedback on their performance, and to continue further follow ups activities (see Chapter 
Four, Section 4.4 & Chapter Five, Section 5.3.4). The fourth and fifth principles, and most 
important according Wilde (2010), are to focus on the outcomes of teachers’ learning and 
student achievements respectively. In other words, teacher PD activities should also be able 
to appropriately measure changes that may be observed in practitioners’ and in students’ 
performance. In this context, evaluation can function as an essential part of the program (see 
Chapter Five, Section 5.3.4). As Richards and Farrell (2005) argue, at this stage, 
opportunities to exchange and disseminate the outcomes of PD activities as a collaborative 
practice should be identified in order to provide benefits to other practitioners. 
In addition to these measures, the literature also emphasises the importance of 
designing PD activities based on a proper needs analysis, both of organisational and of 
teachers’ practice-based needs (Richards & Farrell, 2005; Wilde, 2010; Zepeda, 2013). 
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Institutional needs can be identified through consultation with veteran practitioners and 
administration, and formal and informal data collection methods can be used to gather 
information to identify teacher needs (Richards & Farrell, 2005). More specifically, the 
program leaders who frequently engage with other teachers in the classroom context are in 
an advantageous situation to detect teacher requirements (Zepeda, 2013), whereas 
institutional and workplace needs can be collected through horizontal decision making 
(Sparks, 2002). Activities that obtain teacher participation “in the planning, organisation, 
management, delivery and evaluation of all actions” (Diaz-Maggioli, 2003, p. 4), have more 
possibility to succeed rather than activities which are entirely based on institutional decisions. 
Although, at times, teacher perspectives and interests may contradict the institutional 
requirements the analysis can determine the appropriate PD model and method that may be 
used to transfer knowledge to teachers (Wilde, 2010).  
These principles and characteristics are mostly beneficial to PD activities facilitated 
by institutions or other regulatory bodies (see Section 2.2.4.3 & Chapter Five, Section 5.3.4). 
Integration of these components into PD design and delivery may develop a context 
supportive of autonomy where practitioners’ voices are given adequate attention (Dadds, 
2006; Postholm, 2012; Vansteenkiste, Lens, & Deci, 2006; Wallen & Tormey, 2019). 
Perhaps most importantly, policy-makers, PD providers, and teachers must acknowledge 
student-learning outcomes as the key criterion of measuring productivity of PD, because as 
Kennedy (1999) argues, PD’s final profit should be students’ learning outcomes.  
2.6.3 Evaluation of productivity  
 
When education budgets are constrained, institutions and policy-makers are likely to examine 
whether investments in teacher PD yield tangible benefits (Guskey, 2000; Ingvarson, Meiers, 
& Beavis, 2003; Tan et al., 2015). PD evaluation, in this context, is becoming more important 
than ever (McChesney & Aldridge, 2019; Smylie, 2014). The methods employed to assess 
the impact of PD activities on teachers’ practice and on students’ learning need to be 
consistent so that stakeholders of teacher PD may obtain a proper appraisal of any changes 
in productivity. Recognising the effectiveness and/or the limitations of existing evaluation 
processes is a vital starting point for the planning of any new system of evaluation for 
sponsored PD activities.   
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There is growing evidence in the literature to demonstrate that teacher PD evaluation 
is mostly carried out in the form of questionnaires to gain feedback from teachers for pre-
designed enquiries (Edmonds & Lee, 2001; Ingvarson et al., 2003). This usually includes 
questions relating to delivery, usefulness, relevance, achievement of expected course 
objectives, participants interest to gain similar experiences, and observations of how PD 
activity may affect their classroom practices (Edmonds & Lee, 2001). Critically, according 
to Edmonds and Lee (2001), other methods of follow-up considered most vital, that measure 
the actual impacts of teachers’ PD experience on student learning, are yet to be practised as 
a matter of course. In other words, long-term monitoring of impact cannot be noticed in most 
evaluations (see Chapter Five, Section 5.3.4).   
There are, however, some more rigorous PD evaluation models available that have 
gained acceptance during the past decade as standard methods to assess the effectiveness of 
PD activities (Hanover Research, 2015). The five critical levels of evaluation proposed by 
Guskey (2000) seem to be a more systematic approach to determine the impact of PD at 
various stages of teachers’ practice. Given this flexibility, it could effectively be applied to 
“different orientations and intended outcomes” (Muijs et al., 2004, p. 229). As Guskey (2000) 
claims, collecting information for the five levels of evaluation may be rather complicated, 
since each level is dependent on the level preceding to that. Although the success or failure 
at one level would impact on the outcomes at higher levels, this may not necessarily mean 
that Guskey’ model is unfeasible in evaluating teacher PD activities. In Guskey’ model, the 
first critical level, that is, participants’ reactions, operates as the most common and 
uncomplicated stage of collecting data for evaluation. This is because participants’ responses 
at this phase would have been highly subjective and generalised due to the type of questions 
given (Guskey, 2000). In contrast, in the second phrase, participants’ learning from PD, that 
is, teachers’ cognitive, affective or behavioural improvements, is evaluated.  
According to Muijs et al. (2004), Guskey’s level three, organisational support and 
change, is also a vital stage as institutions can either adhere to the new practices, integrating 
them in institutional policies and providing adequate support and resources, or not (see 
Section 2.6.4, Chapter Four, Section 4.4 & Chapter Five, Section 5.4 ). The implication of 
the fourth level, that is, participants’ application of new knowledge and skills is that it 
determines whether participants have retained any new knowledge and competences, and 
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whether the acquired experience is actually being used in the classroom context (Guskey, 
2000) (see Chapter Five, Section 5.3.4). In this sense, the fourth level evaluates the outcome 
of constructivist PD (Pitsoe & Maila, 2012). The last level that evaluates student-learning 
outcomes may be considered the most critical phrase of the entire process. This is because 
enhancing learner performance, either cognitive or non-cognitive, should be the ultimate goal 
of any teacher PD program (Guskey, 2000).  
Clarke and Hollingsworth’s (2002, p. 951) “interconnected model of teacher 
professional growth” is built on Guskey’s (2000) critical model. Nevertheless, the model has 
excluded the graded levels and organised the evaluation method according to domains. The 
point here is that, as this is not a linear model, changes that occur in any domains may result 
in a change in the progress of teacher professional growth (see Hanover Research 2015). 
Haslam (2010) also proposes several useful conventions for planning and guiding the 
evaluation of teacher PD. He argues a “single best approach to evaluation” (pp. 9-10) cannot 
be proposed as the nature of the PD activity always determines the evaluation method, and 
thus, program designers should identify the intended PD goals, student learning outcomes, 
and the respective indicators by incorporating evaluation in to PD planning. Obtaining 
teachers’ contribution for developing the evaluation is the most significant method for 
evaluating PD, as the sense of participation promotes teachers’ interest for the proposed PD 
activities (Day & Sachs, 2004; Haslam, 2010). However, he stresses that PD evaluations need 
to be separately maintained and should never be used to value teacher performance. 
Overall, these methods of evaluation emphasise five common key areas: participant 
feedback, participant learning, organisational context, application of learning, and impact of 
knowledge transmission on student learning. As indicated, in many instances evaluations 
need to be carried out in a more refined and methodical manner to identify the complexity of  
institutional and individual variations, “whether evolutionary, incremental or 
transformational” (Muijs et al., 2004, p. 303). Without such approaches, measuring the 
tangible outcomes of continuous PD is highly unlikely. In the study reported here, the 
investigation included the impact of prevailing PD evaluations on Sri Lankan university ESL 
teachers’ perceptions of PD, and implications for their application of PD in their professional 
practice (see Chapter Five, Section, 5.3.4). 
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2.6.4 Teacher efficacy  
 
Policy-makers and researchers primary concern is to ensure that teachers’ freshly acquired 
knowledge and skills are appropriately transmitted to their learners. As Eun and Heining-
Boynton (2007) claim, every classroom context is different, and the challenge for the teacher 
is to apply any new teacher learning, teaching strategy, new teaching resource in a way that 
aligns with the learning  needs, styles, readiness, and other particularities of students in each 
classroom in which they teach. According to theory and research, teachers effective 
application of their knowledge and skills for their classroom practice relies on two significant 
conditions: teacher efficacy and organisational support (Smylie, 1988). Teacher efficacy is a 
teacher’s self-reliance and her/his capability to ensure students achieve targeted outcomes, 
even those who are unenthusiastic to learn, through effective engagement and learning 
(Bandura, 1997). Teachers who have strong belief in their own efficacy enthusiastically 
absorb new ideas, and investigate new methods to identify better ways to meet their learner 
needs (Alt, 2018). This empowers teachers to become self-satisfied (Glackin, 2018), and 
create a supportive learning environment in the classroom (Miller, Ramirez, & Murdock, 
2017; Zee & Koomen, 2016).  
Self-efficacious teachers are highly unlikely to suffer from burnout, strain, fatigue 
and depersonalisation (Kleinsasser, 2014), and can sustain persistence (Tschannen-Moran & 
Hoy, 2001), responsibility, and their career progression (Zee & Koomen, 2016). This means 
that teachers with strong sense of efficacy beliefs can have a significant impact on their 
students’ performance (bin Khairani & bin Abd. Razak, 2012; Ozder, 2011) through their 
learning from PD activities (Eun & Heining-Boynton, 2007; Whitworth & Chiu, 2017). Even 
teachers with low sense of self-efficacy are likely to change their perceptions and attitudes if 
they believe what they learn through PD activities can improve their learner outcomes 
(Guskey, 1986; Tan et al., 2015) (see Chapter Five, Section 5.4). 
If organisational support or resources are lacking (Bandura, 1997), or there are 
problems of classroom behaviour management, teachers’ self-efficacy beliefs can be 
negatively influenced (von Suchodoletz, Jamil, Larsen, & Hamre, 2018), and thus hinder 
transfer of PD learning to classroom learning experiences (see Chapter Five, Section 5.4). 
Therefore, a supportive environment is important (Edge et al., 2015) to optimise the 
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application of teachers’ learning from PD activities. In this context, teachers with “strong 
efficacy beliefs [and] organisational support  to make the  best use of the knowledge and 
skills” (Eun & Heining-Boynton, 2007, p. 43) are best positioned to benefit from PD 
activities. 
2.7 Conclusion 
 
PD initiatives have broad implication for teachers’ professional practice, lifelong learning 
and heightening learner outcomes. The qualitative case study reported in this thesis 
investigated ESL teachers’ perceptions of PD in relation to three key areas: ESL teachers’ 
understanding of PD initiatives, the impact of teachers’ perceptions on their interaction with 
PD activities, and the influence of the relationship between teachers’ perceptions and 
engagement on their learning and changes in classroom teaching. Literature was reviewed in 
the current chapter to contextualise the research questions within their broader theoretical 
and geographical context. In the next chapter, the methods utilised to respond to the research 
questions are presented in detail. 
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Chapter 3 Method 
3.1 Introduction  
 
The overarching aim of this study was to investigate how ESL teachers at Sri Lankan 
universities understand PD initiatives, how their perspectives influence their engagement in 
PD, and how the relationship between perceptions and engagement in PD impacts on their 
learning and subsequent changes in their classroom practices. In order to achieve this, the 
study employed a qualitative case study design. First, this chapter outlines the relevance of 
the chosen design for the implementation of the study.  
For Denzin and Lincoln (2008, p. 8), “qualitative research (QR) is a set of 
interpretative practices, privileges no single methodology over any other [and] it has no 
theory, or paradigm, that is distinctively its own.” As findings of QR are “not arrived by 
means of statistical procedures or other means of quantification” (Corbin & Strauss, 2008, 
pp. 10-11) researchers create tools of inquiry in a manner in which quantitative researchers 
would not (Yates & Leggett, 2016). Mostly, a qualitative paradigm employs case studies in 
research design for maintaining quality, richness, meaning, and contribution (Chapelle & 
Duff, 2003; Patton, 2002). Instead of exploring the phenomena as units, this study analysed 
the case comprehensively (Ary, Jacobs, Sorensen, & Warker, 2014) and “holistically” 
(Patton, 2002, p. 55) in respondents’ real context to create meaning and understand 
phenomena based on perspectives that they reported to the researcher (Gajadeera, 2006; 
Zadrozny, Mcclure, Lee, & Jo, 2016). 
An introduction to the context in which the investigation was undertaken is provided 
prior to detailing participants’ demographics. The instrument used for data collection is 
presented in the next section, accompanied by ethical consideration of the study. Participant 
recruitment and data collection procedure are outlined followed by the process undertaken to 
analyse data to answer the three research questions of the study. 
3.2 Research context 
 
As indicated in section 1.8.1, the aim of this qualitative inquiry was to “bring understanding, 
interpretation and meaning” to the entire phenomenon (Lichtman, 2013, p. 17) of ESL 
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teacher PD in the Sri Lankan university sector. A regional government university in Sri Lanka 
was chosen as a case in point to investigate the proposed research questions. A regional 
university was considered appropriate given the opportunities that such universities receive 
for strengthening PD initiatives; sometimes, there is lack of funding for regional universities, 
other times, they receive comparatively a wide range of opportunities for participation in PD 
(Liyanage, 2010). 
The selected university is located 175 km from Colombo, the capital of Sri Lanka. 
Currently, it has eight faculties: Social Sciences & Languages, Management Studies, Applied 
Sciences, Agricultural Sciences, Geomatics, Technology, Medicine, and Graduate Studies. 
The university offers 62 undergraduate and postgraduate programs and approximately 6000 
students are currently reading for their degrees. The university delivers the majority of its 
programs in English, with a small number of degree programs offered by the faculty of Social 
Sciences and Languages use a local language, Sinhala. However, the percentage of students 
following studies in Sinhala is gradually declining. Currently, the Department of English 
Language Teaching (DELT) functioning under the Faculty of Social Sciences and Languages 
is primarily responsible for improving English language proficiency of all undergraduates of 
the university. To this end, DELT offers a mandatory module in English for General 
Academic Purposes (EGAP) for all degree programs, and delivering this module has become 
the major responsibility of the ESL teachers serving in the department at present (see Chapter 
One, section 1.8.1) 
3.3 Participants 
 
The use of purposeful sampling method and the small number of participants (n=10) involved 
in this study are justified in the QR literature. Despite the small sample size and purposeful 
sampling (Given, 2008; Hogan, Dolan, & Donnelly, 2009), case studies broadly analyse 
participants’ perceptions in order to gain in depth understanding of them and the context to 
which they belong (Savenye & Robinson, 2005). Selecting participants deliberately 
empowers researchers to make in depth analysis of “information-rich cases” (Patton, 2002, 
p. 46). As such, purposeful sampling method facilitated the researcher to gain a holistic 
understanding of ESL teacher PD at the Sri Lanka university sector. This means that the 
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nature of the investigation and the degree to which the study examines “the complex in-depth 
phenomena” (Lichtman, 2013, p. 22) determine the validity of the study. 
Of the twenty ESL teachers in the DELT, the group selected for the study (n=10) 
comprised seven males and three female teachers; the participant pool consisted of novice 
and experienced practitioners. Sinhala is the first language of all participants, except 
Participant 2 whose first language is Tamil. All participants spoke English as a second or 
additional language. As indicated in Table 1, all respondents have postgraduate qualifications 
(Masters or PhD). Only Participants 7 and 10 completed their postgraduate studies outside 
Sri Lanka. All had Linguistics as a major in their Masters degrees. All respondents had at 
least two years of experience teaching in the tertiary sector while Participants 2, 3, and 6 had 
taught in higher education for approximately 25 years. EGAP was the major subject taught 
by all participants. The participants who taught other English courses involving learning or 
study of English, such as English for General Purposes (EGP), English Literature, English 
for Business Communication, and Business English, are indicated in the column, Subject/s 
taught, in Table 1. Participant 10 had taught Sinhala Language and Translation in addition to 
EGAP. No participants had overseas teaching experience. The primary intention of 
presenting participant demographics is to document the diversity of the subjects selected for 
the study. This investigation has not examined correlations between participant variables and 
perceptions of teacher PD, as the impact of such variables have no special implication for the 
theoretical aims of the research. As indicated in Table 1, throughout the presentation of 
findings and discussion, participants are identified by numbers, for instance, Participant 1. 
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Table 1: Participant demographics 
 
Participant L1 Sex Qualifications Specialisation 
Subject/s 
taught 
Experience 
(Yrs) 
01 Sinhala F 
UG English  EGAP 01 
PG Linguistics English Literature 02 
02 Tamil M 
UG English EGP 09 
PG  Linguistics EGAP 24 
03 Sinhala M 
UG English EGAP 24 
PG Linguistics 
English Literature 24 
English for Business 
Communication  
24 
04 Sinhala M 
UG English EGP 10 
PG Linguistics EGAP 10 
05 Sinhala F 
UG Linguistics ESL  14 
PG Linguistics Business English 07 
06 Sinhala M 
UG English  EGP  05 
PG Linguistics 
Business English 24 
English for Business 
Communication 
24 
07 Sinhala M 
UG English  EGAP  11 
PG 
Linguistics/ 
Applied 
Linguistics 
  
08 Sinhala M 
UG English EGAP 01 
PG Linguistics English Literature  02 
09 Sinhala F 
UG English EGAP 09 
PG Linguistics   
10 Sinhala M 
UG Sinhala  Sinhala  17 
PG Linguistics 
EGAP 17 
Translation 17 
 
3.4 Research instrument 
 
Qualitative interviews have potential to provide a new understanding into a complex situation 
(Folkestad, 2008). The semi-structured interview is the most valid research instrument for 
use in this study for data collection given its extensive use in case studies, and its 
effectiveness as a qualitative data collection method. As this instrument permits greater 
flexibility and depth of questioning than other methods of data collection (Burns, 2000; 
Cohen & Manion, 1994; Hitchcock & Hughes, 1995; Zacharias, 2012), the researcher can 
undertake the interview in a manner which may follow unanticipated directions, or motivate 
participants for more comprehensive responses to learn their reasons for such reactions 
(Ashworth & Lucas, 2000; Cohen & Manion, 1994). This context allows the researcher to 
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investigate the phenomena more analytically and resolve misconceptions. Semi-structured 
interviews with opened ended questions can produce in-depth data that allows accurate 
quotations from subjects “allowing for the opinions, feelings, and personal knowledge 
acquired from participants” (Zadrozny et al., 2016, p. 220) to be reported, thus it has become 
the instrument “which tends to be most favoured by educational researchers” (Hitchcock & 
Hughes, 1995, p. 157). Therefore, this study employed semi-structured interviews as the key 
research instrument in the data collection process to gather data from each respondent.  
The semi-structure interview used for the present study comprised 20 questions which 
were grouped into six sections based on their relevance for the three research questions (see 
Appendix C for the content of semi-structured interview). The questions in the first section 
of the interview focussed on participants’ understanding of teacher PD, their aims of 
attending PD, and the opportunities available to engage in PD activities. For example, 
Question 2: Do you have adequate opportunities to participate in PD activities?  
The questions in the next section of the interview were related to the two types of PD 
activities: sponsored and independent (see Chapter Two, section 2.2.4.3). These inquires 
enabled participants to reveal their perceptions in terms of institutionally facilitated 
mandatory PD activities, sponsored activities without institutional mandate, and self-directed 
activities that originate from their own initiative. For example, Question 7: Do you think ESL 
teachers can progress themselves professionally by engaging in independent PD activities?  
In the third section, participants were asked to explain the manner in which they 
should engage in a PD activity to ensure it is high quality and productive. For instance, 
Question 10: What factors may compel or hinder your engagement in a PD activity? The 
fourth section of the interview intended to identify how participants have understood the 
connection between PD, lifelong learning, and teacher professional standards. For example, 
Question 14: Why is teacher quality important to university ESL practitioners? The impact 
of PD on participants’ learning, classroom practices and student performance was explored 
in the next section. For instance, Question 17: How does PD affect you in terms of your 
learning and classroom practice?  
The questions in the last section of the interview focussed on participants’ 
perspectives on how to design and deliver a PD activity in a way it provides meaningful 
learning opportunities for their professional growth and development. For example, Question 
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19: Is there any post-monitoring program to identify whether ESL teachers transmit the 
knowledge and skills that they acquire from PD activities to their learners? Question 20: Do 
you think PD activities are appropriately and systematically evaluated?   
Apart from the list of open-ended questions, additional questions were raised in 
relation to participants’ responses in each interview in order to obtain further explanations 
where necessary. For example, the following question were directed to Participant 2 and 10 
as stimulus to gather more accurate information: Do you say that currently you cannot see 
any productive engagement in PD activities? (Participant 2); Why do you say that teachers 
become professionally isolated if they are not willing to update and upgrade knowledge? 
(Participant 10). In this way, the key aspects related to the three research questions of the 
study were explored using the semi-structured interviews. Both anticipated and unanticipated 
responses elicited by the interviewer were audio-recorded and subsequently transcribed for 
analysis.  
3.5 Research ethics  
 
This investigation obtained low-risk ethics approval from Deakin University Human Ethics 
Advisory Group (HEAG) prior to the commencement of participant recruitment (see 
Appendix A). Separate Plain Language Statements (PLS), and consent forms were designed 
for the selected university and ESL teachers in the DELT and they were also approved by 
Deakin University (see Appendix B for copies of these documents). Participants’ informed 
consent to take part in the project was formally obtained. They read the PLS and signed the 
informed consent forms at the initial meeting. The Universities Act, No. 16 of 1978, has 
ensured Sri Lankan university teachers’ academic autonomy and freedom of expression. 
However, necessary precautions were taken to ensure that the investigation met the 
regulatory ethical principles and guidelines for researchers set out in the National Statement 
on Ethical Conduct in Research Involving Humans by the National Health and Medical 
Research Council, Australia, and the Australian Code for the Responsible Conduct of 
Research. This means that participants were not exposed to any kind of detriment or 
discomposure being the respondents of the research. 
60 
 
3.6 Data collection  
 
After receiving ethical clearance from HEAG, Deakin University, PLS designed for the 
chosen university was forwarded to the Vice Chancellor to obtain his official approval for 
the study. This was followed by contacting the Deans of the faculties to explain the purpose 
and implications of the investigation. The project was then advertised via the email of the 
university to recruit volunteering ESL teachers as participants. In order to participate in the 
research, interested ESL teachers then forwarded their expressions of interest directly to the 
researcher to allow arrangement of a convenient time for participants to attend the interviews 
for data collection. Interviews of 40-60 minutes duration with individual respondents were 
conducted in English on-site at the work place of the participants (see Section 3.3). As all 
participants had adequate English language proficiency, local language was not used to 
interview the respondents (see Table 1). The data collection process was undertaken during 
a two-month period. In order to maintain reflexivity, participants were given their individual 
transcriptions to check the accuracy and effectiveness of their perspectives. 
3.7 Data analysis  
 
As QR can “move from concrete to abstract” (Lichtman, 2013, p. 19) without being based 
on prior hypotheses (Patton, 2002), identifying the key themes that emerge from data is 
important to the value of the investigation (Hitchcock & Hughes, 1995). It is well established 
that Thematic Analysis (TA), being a broad approach, can enable researchers to identify 
various cross-references that appear between data and themes of a study (Ibrahim, 2012). 
Given this flexibility, researchers effectively use TA in both inductive and deductive methods 
(Frith & Gleeson, 2004; Halldorson, 2009; Jugder, 2016). Inductive analysis that considers 
“individual meaning and importance of rendering the complexity of a situation” (Zadrozny 
et al., 2016, p. 219) allows important dimensions to appear from the general patterns 
identified in the cases.  
This results in recognising numerous interrelationships that exit among dimensions 
(Patton, 2002). As such, inductive approach of TA has largely been employed in the 
qualitative paradigm in order to identify patterns in data gathered through interviews, and 
thereby answering specific research questions of investigations (Braun & Clarke, 2006; 
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Ibrahim, 2012; Jugder, 2016; Yukhymenko, Brown, Lawless, Brodowinska, & Mullin, 
2014). TA has also been extensively applied to research in education over the last decade, 
(Coldwell, 2017; Crowe, Inder, & Porter, 2015; Liyanage & Bartlett, 2010; Skinner et al., 
2019; Tan et al., 2015; Tuckett, 2005). Due to these advantages, this study selected Braun 
and Clarke’s (2006) inductive approach of TA for  recognising, analysing and interpreting of 
data (see Table 2). 
 
Table 2: Phases of Thematic Analysis (TA), Braun and Clarke (2006, p. 16) 
 
Phase Description of the Process 
1. Familiarising with data 
Transcribing data (if necessary), reading and re-reading the data, 
noting down initial ideas. 
2. Generating initial codes 
Coding interesting features of the data in a systematic fashion 
across the entire data set, collating data relevant to each code. 
3. Searching for themes 
Collating codes into potential themes, gathering all data relevant 
to each potential theme. 
4. Reviewing themes 
Checking in the themes work in relation to the coded extracts 
(Level 1) and the entire data set (Level 2), generating a thematic 
‘map’ of the analysis. 
5. Defining and naming themes 
Ongoing analysis to refine the specifics of each theme, and the 
overall story the analysis tells; generating clear definitions and 
names for each theme. 
6. Producing the report 
 
The final opportunity for analysis. Selection of vivid, compelling 
extract examples, final analysis of selected extracts, relating back 
of the analysis to the research question and literature, producing 
a scholarly report of the analysis. 
 
This research used NVivo qualitative data analysis software to generate a productive 
electronic platform to utilise Braun and Clarke’s (2006) TA. NVivo created a database for 
storing and navigating transcriptions of interviews (Beekhuyzen, Nielsen, & von Hellens, 
2010; Gurney, 2015). Therefore, the researcher could manage and organise data in a way in 
which the software facilitated data analysis, interpretation and interconnection of themes and 
subsequent recognition of emerging conclusions (Bazeley & Jackson, 2013; Sotiriadou, 
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Brouwers, & Le, 2014). Especially, the software supported the researcher to create and 
accommodate analytical notes for recording the researcher’s reflective views (Gurney, 2015), 
to connect the researchers’ notes to coding, and furthermore, to explore possible connections 
between themes. The software was directly applied to generate models using the manually 
categorised data with the assistance of the software itself (see Figure1, 2 and 4) whereas 
others were manually created using Microsoft Word Office based on the findings.  
Critically, NVivo also has limitations (Jugder, 2016). Mainly, data analysis becomes 
subjective in principle as NVivo necessitates the researcher to derive codes from data and 
create themes (Cretchley, Rooney, & Gallois, 2010; Sotiriadou et al., 2014). Hence, as Ishak 
and Bakar (2012) state, the key responsibility of the investigator was to “make sense of all 
the data [without misinterpreting] the context of the phenomenon being studied” (p. 102). To 
this end, this study used both computer-facilitated data analysis and manual checks to 
maintain reliability and validity of the findings (Cretchley et al., 2010). This is mainly 
because a researcher’s unique way of analysing data cannot be replaced by NVivo or any 
other similar data analysis software (Beekhuyzen et al., 2010). Moreover, the investigator 
gained a thorough understanding of qualitative research methods and analysis techniques 
appropriate for the study (Bazeley & Jackson, 2013; Beekhuyzen et al., 2010), and of the 
directions recommended by other researchers in the field for data analysis prior to employing 
NVivo (Bazeley & Jackson, 2013). 
3.7.1 Thematic analysis (TA)  
As indicated in Table 2, the following six steps were undertaken to analyse the transcribed 
interviews:  
a. Familiarising with data 
The process of TA commenced with reading of the transcribed interview texts for 
familiarising and internalising data. To this end, transcriptions of the interviews were 
imported into NVivo and each transcript re-read in order to be immersed in data to 
identify meaning and patterns. This time-consuming process later facilitated the 
researcher’s discovery and extraction of important perspectives and statements from 
participants’ comments.  
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b. Generating initial codes 
After familiarisation with the content of transcripts, the fragments of texts relating to the 
research questions were highlighted and then categorised with a code. According to 
Braun and Clarke (2006), this is the initial theoretical content, and for Tuckett (2005), 
the vital part of analysis. Individual data extracts were inclusively classified and for as 
many possible patterns. Then, these fragmented statements were drawn out from each 
participant’s transcript, and collated together within each code. In this process, NVivo 
was used to code by labelling to identify the fragmented texts within each data set. The 
researcher applied the ‘coder reliability check’ to ensure the validity and reliability of the 
coding. For this, selected interview transcriptions were sent to a another coder with the 
researcher’s codes after obtaining participants’ permission. The percentage agreement 
between the coders was above 85%. Interestingly, a number of statements represented 
the same perspectives while more than one perception was contained within some 
statements. The following significant excerpts taken from two participants’ transcriptions 
demonstrate two perspectives of teacher PD. 
 
Table 3: Examples for initial coding 
 
Data extracts Coded for 
I believe that the activities should be interactive. So, then participants 
can express their own views and can share their experiences with the 
facilitators. So they will feel that “yes, we can learn something and 
we can share that”. This makes them understand that their ideas are 
so impressive and valuable. (Participant 7, lines 77-79) 
Collaborative practices 
They [the facilitators] were outstanding, they had the charisma, they 
built the connection with us and they were very approachable, and 
even with regard to the matters in their professional field. They were 
very sound academics, and they have read a lot. Not only about the 
content matter but they illuminated other aspects as well. Even the 
way they stood there in front of audience taught us what we need to 
do when we walk in a classroom. And also, their delivery reminded 
us certain things that we used do improperly in our classroom context. 
(Participant 1, lines 279-285) 
Teacher quality 
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c. Searching for themes 
In this phase, the researcher clustered the codes generated in the second phase into 
conceptions based on their correlations. For instance, the codes such as collaboration, 
personal growth, and lifelong learning were categorised as practitioner-oriented 
conceptions (see Figure 1). Once the important conceptions were extracted they were 
collated together as the emerging themes (Liyanage & Bartlett, 2010). What constituted 
a theme is that it demonstrated the central idea of data gathered in terms of the 
overarching research questions and illustrated some sort of pattern or significance (Braun 
& Clarke, 2006). All data relating to each theme were derived from the transcriptions to 
ensure that they were first connected to the specific codes and finally to the themes 
(Crowe et al., 2015). This phase provided a greater importance to the raw data that could 
move the researcher towards an advanced level of understanding. Figure 1 illustrates the 
initial thematic map which was designed according to Braun and Wilkinson (2003) TA. 
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Figure 1: Initial thematic map, showing four main themes 
 
 
 
d. Reviewing themes  
Once themes were developed, they were further refined. Firstly, all categorised extracts 
linked with the themes were carefully studied to ensure that they established a logical 
pattern. After ensuring that the primary themes satisfactorily represented the “contours 
data” (Braun & Clarke, 2006, p. 26), the validity of each theme was also examined 
relating to the overall data set to make sure the meaning articulated in data was reflected 
in the thematic map. It was identified that certain candidate themes could not be 
considered overarching as they fell into each other (see Figure 1). Therefore, as shown in 
Figure 2, the initial thematic map was refined so as to accommodate potential new 
themes. 
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Figure 2: Thematic map, showing themes for two main categories 
 
 
 
e. Defining and naming themes 
After constructing the appropriate thematic map, the significance and scope of each 
theme was accurately identified and then compared across all themes. The themes which 
were recognised by careful reading of data turned into groups for analysis at this phase 
(Yukhymenko et al., 2014). Once all potential themes were grouped cohesively, suitable 
names for each of the primary categories were generated as follows: (see Chapter Four, 
Section 4.2 & Figure 4 for the new themes for all four categories). 
 Personal need-oriented perceptions of PD 
 Professional goal-oriented perceptions of PD 
 Knowledge-oriented perceptions of PD 
 Outcomes-oriented perception of PD 
 
This practice, as Crowe et al. (2015) claim, explained the interconnection of themes 
to each other and how they were related to the context in which they arose. At this point, the 
key underlying conceptions in raw data emerged (Thomas, 2006) resulting in data becoming 
more meaningful. This empowered the investigator to develop arguments relating to the 
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primary questions of the study (Braun & Clarke, 2006). In the light of this, several models 
were constructed based on participants’ perceptions. Four models were developed to 
demonstrate the perceptions collated under the primary groupings and these models became 
the base for the entire study (see Chapter Four, Section 4.5 & Figures 9-12). 
Several other models were also constructed to indicate participants’ perspectives in 
terms of types of PD and relationships, contextual factors and teacher engagement, learning 
and change in teachers’ practice, and influence of external factors and knowledge 
transmission. Figure 3 which illustrates the perceptions of Participant 1 relating to all three 
primary types, is given below as an example for one of these models. The first four 
perceptions in the figure are grouped as personal need-oriented perceptions, the fifth 
represents professional goal-oriented perceptions, the next two are considered knowledge-
oriented perceptions, whereas the last one positions PD as an outcomes-oriented perception. 
 
Figure 3: Participant 1 perceptions 
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In addition, as indicated in section 3.7, NVivo was used to categorise data for the 
three research questions. Several sub-groups were also created under these categories in order 
to considerably treat each participant’s diverse reflections. Figure 4 (see Chapter Four, 
Section 4.2) illustrates the node organisation in NVivo for the four principal categories.  
 
f. Producing the report  
Writing of the report that represents the last step of TA began after fully finalising all 
themes. The subsequent two chapters will present adequate evidence for the individual 
themes within the data, illustrated by extracts corresponding to the point being 
demonstrated so as to maintain the validity of the analysis. As Braun and Clarke (2006) 
argue, 
 
The extracts in thematic analysis are illustrative of the analytic points the researcher 
makes about the data, and should be used to illustrate/support an analysis that goes 
beyond their specific content, to make sense of the data, and tell the reader what it does 
or might mean. (p. 29) 
 
3.8 Conclusion  
 
The primary aim of the study was to detect ESL teachers’ conceptions and experiences in 
regard to PD practices at Sri Lankan universities. To this end, semi-structured interviews 
were conducted as the main research instrument to gather data from ten ESL teachers in the 
DELT at a regional government university. The study used TA for identifying, arranging and 
analysing data. Findings presented in Chapter Four include excerpts from transcriptions of 
participant interviews and visual representation of data.  
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Chapter 4 Findings 
4.1 Introduction  
 
This chapter presents the findings relevant to the themes generated from the data analysis. In 
order to elaborate the results further, figures and tables are presented throughout the chapter 
and the findings are further accompanied by extracts taken from the interview transcriptions 
of participants. Chapter Five critically discusses the findings outlined in this chapter.   
4.2 Perceptions of PD  
 
ESL teachers’ perceptions of PD are presented succinctly in this section to provide a 
background for the study and they are extensively explained in section 4.5. This investigation 
discovered fourteen perceptions of PD by analysing data obtained from the group of 
participants. These perceptions were divided into four principal categories of PD, namely, 
personal need-oriented perceptions, professional goal-oriented perceptions, knowledge-
oriented perceptions, and outcomes-oriented perceptions, so as to treat each perspective 
substantially (see Figure 4). Diverse implications and outcomes of PD that are demonstrated 
by these perceptions are reflected under each principal category. 
Under personal need-oriented perceptions of PD, practitioners are situated in a way 
by which they could mostly prioritise their wellbeing, contentedness and personal growth. In 
other words, participants who undertake PD activities directly receive the outcomes of them. 
Professional goal-oriented perceptions, on the other hand, concern the effectiveness of PD 
for practitioner’s career development, success and achievements, and other peripheral 
requirements for PD implemented and practised by employers to enhance workplace quality 
and to meet administrative requirements. Knowledge-oriented perceptions that place PD as 
a way for advancing knowledge, skills, and expertise of participants mainly focus on 
improved teaching practice, thus facilitating knowledge transmission to learners, and to the 
community at large. Outcomes-oriented perception refers to a means by which practitioners 
could enhance their teacher quality as the primary goal of undertaking PD activities. 
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Figure 4: The node organisation in NVivo for the four principal categories of perceptions 
 
4.3 Attendance, engagement and learning outcomes of PD 
 
Findings in this section are presented under three main components: participants’ attendance 
at PD initiatives, their focused engagement, and learning outcomes that resulted from 
interaction between perceptions and engagement in PD activities. To this end, determinants 
which persuaded participants to attend PD activities, and affected their perceived engagement 
during PD activities, were carefully examined. The two types of PD, sponsored and 
independent (see Chapter Two, Sections 2.2.4.2 & 2.2.4.3), driven by managerialism and 
democratic agendas respectively, provide goals for participants to attend PD sessions. These 
goals substantially correlate with the perceptions reported by participants in section 4.5. 
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Findings, however, indicated that participants’ level of interaction with PD activities was 
determined by the perceived contextual factors relating to each session, not by the 
participants’ perceptions or types of PD. The learning outcomes of the interaction between 
perceptions and engagement in PD activities could not be accurately projected as the 
interplay of these variables occasionally became intricate. Nonetheless, the types of PD 
influenced the learning outcomes of PD sessions to a considerable extent. Due to this 
phenomenon, participation, engagement, learning outcomes, and their intersection are 
separately reported in the following sections. 
Findings uncovered a correlation of participants’ conceptions of PD and their 
attendance at PD sessions. It is important to note that practitioners’ conceptions mirror their 
motives for participation in PD activities (Gurney, 2015), and also  influence them in 
determining the types of PD attended. For instance, Participant 5 perceived PD initiatives as 
a means for ongoing learning, updating subject knowledge and establishing collaborative 
practices, amid others. These perceptions, as she commented, mostly stimulated her to 
participate in PD activities:  
 
One thing is you know, when we say language teaching, uh… specifically in second 
language teaching context, things you know change very often. So, I think we have 
to be lifelong learners otherwise, we cannot update ourselves. New technology comes 
to the field and also we can learn by observing others and talking with them. I mean 
sharing with others, and even by teaching itself. (Participant 5, lines 205-209)  
 
In another example, Participant 1 conceived of PD as a way of upgrading her content 
knowledge to improve classroom teaching and learning, and as a remedy for the challenge of 
engaging her class: 
 
Interacting with students is also a very motivating factor for me as well. Because 
when I want to have a very quality discussion with the students, you know back of 
my mind, I feel that I have to keep on reading and have to keep on searching for new 
things to tell them. Because otherwise I’ll be repeating myself and that’s not what’s 
required. (Participant 1, lines 301-305) 
 
Overall, practitioners were responsible for making choices regarding in which of the 
two types of teacher PD, sponsored and independent, their goals for attending PD could 
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possibly be achieved (see Chapter Five, Sections 5.3.1 & 5.3.2 for further discussion). As 
such, these forms need not be considered “polarised or exclusive” (Day & Sachs, 2004, p. 7) 
but sponsored and independent PD activities are defined by managerialist and practitioner-
centred orientations respectively as per the nature of the approach (Gurney & Liyanage, 
2015). 
As far as the intersection of perceptions and goals are concerned two principal 
categories of perceptions of PD, knowledge-oriented and outcomes-oriented, aligned 
substantially with both independent and sponsored PD activities. If participants thought that 
an activity was associated with personal need-oriented perceptions, their goals for 
participation were mostly set by democratic principles regulated by independent PD 
initiatives. In contrast, if an activity was connected to professional goal-oriented perceptions, 
participants’ goals for attendance were largely determined by the regulation of 
managerialism-driven sponsored PD (see Section 4.5). Figure 5 given below, illustrates a 
visual image of the relationship of practitioner perceptions and types of PD. The subsequent 
sections uncover the complexity of these interactions in detail.   
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Figure 5: Practitioner perceptions, types of PD and relationships 
 
4.3.1 Engagement in PD activities 
 
Participants had diverse perceptions of sponsored and independent PD initiatives driven by 
managerial and democratic regulation respectively, yet the goals which they expected to 
achieve from each PD session were not always met. This is mainly because participants’ 
focused engagement in their PD was greatly determined by contextual and other perceived 
contextual factors (discussed further in Chapter Five, section 5.3). These factors included the 
relevance of content of the session to ESL, perceived interest in the session, practitioner-
centredness of the activity, and other contextual aspects such as facilitator/s’ personal 
presentation, use of technology etc. The factors that impact on practitioners’ attendance and 
active engagement in their PD sessions is presented in Figure 6.  
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Figure 6: Factors affecting engagement in PD activities 
 
The extent to which these pre-defined observations influenced participants’ 
engagement in PD was mediated by the managerialist and democratic approaches to 
professionalism that determined the content and format of PD activity. In order to expose this 
intricate intersection, the subsequent sections discuss participants’ engagement in sponsored 
PD initiatives regulated by either the institution or any other professional body in comparison 
with their engagement with self-directed activities promoted by democratic goals.  
 For most participants, their focused engagement in PD sessions was strongly related 
to at least one of two pre-determined factors: perceived relevance to their professional 
practice of informational content in the session (Participants1, 2, 5, 7, 8 & 9); and, perceived 
personal and professional interest in the topic of the session (Participants, 4, 6, 7 & 9). 
Participants reported the impact of relevance on their attentive engagement in sponsored PD 
session under three levels. When the informational content of the session was entirely 
inappropriate for participants’ work or they had already been familiar with the content 
perceived to be discussed in the session, they usually had a very low level of engagement. 
Participant 1, for instance, observed that “we might have wasted a whole day to learn 
something which was not related to our subject, so, then of course it was very difficult for us 
to engage in” (lines 333-334). Participant 3, on the other hand, commented that she found 
“nothing new to learn” from some programs, and therefore could not maintain high 
engagement (line 281). In contrast, when the content of the PD activity was high in level of 
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relevance given its originality and creativity for practitioners’ work, they were inclined to 
fully engage in the activity (Participant, 6).  
 The other pre-determined factor, that is, participants’ perceived level of interest in the 
topic also largely determined their focussed engagement (Participants 4, 6, 7 & 9). Where 
participants’ interest in the topic or the session was high, their level of engagement was in 
line with their interest level. In this case, irrespective of other external influences that may 
hinder their attendance, they tended to take part in the session, as Participant 7 explained:   
 
If the topic is really interesting and really useful, so, I do attend even without 
considering the distance problem and get engaged, although we do have a lot of 
works. But, if it is not interesting so then we have to think twice. (lines 112- 114) 
 
 This suggests that participants could not, on the other hand, fully engage in an activity 
if they had a low interest in the topic. Furthermore, participants indicated that their active 
engagement in PD initiatives was broadly influenced by the extent to which the sessions were 
practitioner-centred and task- based. When PD activities were highly interactive and carried 
out in an authentic learning context, participants became the prime focus of it, which 
empowered them to engage in a session more productively and with enthusiasm. The 
implication of this perspective was widely recognised by all participants. For example, 
Participant 8 revealed how the collaborative environment of a PD session was able to 
promote her active involvement, causing her to engage in the activity with more interest: 
 
Actually, the session was very interactive. It was based on evaluation and plagiarism. 
The facilitator gave us a list of activities to do as groups, and so. Rather than we being 
just the passive recipients of the knowledge we were asked to perform some activities. 
So, we could get the first-hand experience related to that. (Participant 8, lines 102-
105)  
 
 On the contrary, when practitioners were not positioned in the sessions as the main 
stakeholders, specifically in institutionally mandated PD, they struggled with disengagement, 
as such sessions did not provide any meaningful opportunities for participation to stimulate 
their engagement. Participant 4, for instance, commented:  
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I think we need to participate actively, not just listen passively during PD activities. 
Mostly, what we find is that we just go there, sit and listen to the lectures and enjoy 
their demonstrations and come back. But there are fewer opportunities for us to 
practice, for us to engage in task-based activities. So therefore, I think we should, the 
participants should engage in such activities very actively and involuntarily. (lines 
105-109)   
 
 Other contextual factors also exerted considerable influence on participants’ 
perceived engagement (Participants 1 & 9). In particular, Participant 9 found the personal 
presentation of the facilitator greatly hindered her engagement in one of the sessions that she 
attended. She conceded, “the facilitator was a sound academic, however, when it came to the 
delivery, communication and building relationship with the audience, he was not that 
professional or capable” (lines159-160). As argued above, irrespective of participants’ goals 
of PD, their active engagement in sessions organised under institutional mandate was mostly 
determined by the perceived relevance and usefulness of the activity, participants’ interest in 
the session or the topic, practicality of the session, and other perceived contextual factors. In 
contrast, as far as the format of independent PD activities was concerned participants could 
regulate the impact of these factors constructively so as to engage in an activity at a high 
level. As such, most participants found that they were more satisfied with their involvement 
in independent PD initiatives than in mandated activities organised by their employer or other 
institutional providers (Participants1, 2, 3, 4, 5, & 10). For example, Participant 1 expressed 
the opinion that: 
 
We actually have to engage in independent PD activities…By doing it, and by taking 
the initiative in it, by being an independent person in it, it of course ensures that we 
are passionate about something, and that we are truly interested in the subject unless 
of course we cannot think of an instance where we take the initiative on our own. It 
can be more beneficial as the true interest. So, irrespective of the time matter, 
irrespective of the workload, we may be interested in engaging ourselves in a 
professional manner. (lines 92-98) 
 
This illustrates participants’ passion, high engagement and responsibility for PD 
originating from their own initiative (see Chapter Five, Section 5.3.2), although this mitigated 
in some cases; the self-directed approach to PD promotes practitioner-centredness but, 
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depending on the activity, participants may need the support of a facilitator or a skilled person 
to optimise their engagement (Participants 2 & 6). The implications of this are further 
elaborated in Chapter Five (see Chapter Five, Sections 5.3.2 & 5.3.4). The next section 
presents the learning outcomes that resulted from the interaction between participants’ 
perceptions and engagement in PD activities. 
4.3.2 Learning outcomes  
 
The manner in which participants’ perceptions and engagement interacted with their learning 
from PD activities could not always be predicted. The extent to which participants learned 
from PD was largely dependent on their control over whether the PD sessions were driven 
by managerial or democratic professionalism. The impact of contextual factors of PD 
sessions on participants’ learning is visually demonstrated in Table 4.  
 
Table 4: Types of PD, contextual factors, engagement and learner outcomes 
 
Types of PD 
Relevance of 
content 
Topic 
Interest 
Goal 
alignment 
 
Perceived 
engagement 
Improved 
teaching 
practice 
Sponsored non- 
mandatory 
Relevant High Aligned High High 
Sponsored 
mandatory 
Mostly 
irrelevant 
Low Not Aligned Low Low 
Independent 
Highly 
Relevant 
High Aligned High High 
 
 When participants attended the sessions voluntarily without institutional mandate, 
given the interest of the topic and the relevance of the content they maintained high 
engagement, thereby achieving the expected learner-oriented outcomes from the activity. 
Participant 10, for instance, reported that: 
 
When it [PD activity] is relevant to our context, you know voluntarily we do that, 
nobody is there to push us. Then automatically we develop self-inclination or self-
motivation. So… it maximises our learning experiences, interacting, manipulating 
and exploring. Such activity definitely encourages us to create tangible and useful 
products to be shared with the others. (lines 129-133) 
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 Critically, this outcome could only be attained in practitioner-centred sessions where 
the participants could maintain their autonomy and attentiveness evidenced in reports by 
some practitioners that, in spite of the relevance and interest they had, they could not sustain 
their engagement when the session did not encourage their interaction and collaborative 
practices. For this reason, attaining the anticipated outcomes from such PD sessions was 
highly unlikely (Participants 4, 6, 7 & 9). Although improved teaching practice was largely 
reported as an outcome of undertaking sponsored PD activities, neither follow-ups nor post-
monitoring programs were conducted by the institution, providers, or any other agency to 
investigate whether the knowledge acquired from the PD activities was effectively applied 
in classroom practice as a learning outcome of the PD. Notably, all participants commented 
that post-monitoring practices would heighten the value of their learning from sponsored PD 
activities. 
 Participants also reported that they had no control over the content or structure of PD 
activities when sessions were conducted under institutional mandate driven by managerialist 
regulation. In these cases, practitioners’ goals for participation and the learning outcomes set 
by the institution were significantly incompatible. Regardless of the collaborative nature of 
some activities, given this mismatch, participants could only maintain relatively low 
engagement in mandatory PD activities. Irrelevance of the informational content of the PD 
for practitioners’ work, for instance, sessions on personality development (Participant 7), or 
administrative-oriented (Participant 5) or science-based (Participant 1 & 9) sessions, mainly 
caused this disengagement. Participant 2 expressed the usual reactions of practitioners when 
they were nominated for PD activities under institutional mandate:   
 
Engagement…? They [ESL teachers] come just for the sake of coming. Then after 
coming, they stay half a day. Let’s think they have to attend for two days. After half 
a day staying, a half a day with lunch they go away. (Participant 2, lines 203-205) 
 
 Participants also articulated their dissatisfaction with regard to mandatory PD 
activities that could not contribute anything significant to their professional practice at the 
end of the day (Participants 7 & 8). The comments, “really boring” (Participant 8, line 66) 
and “hate” (Participant 7, line 49), illustrate their discontent with mandatory sessions which 
mostly focused on achieving managerialist objectives. (see Table 4). Whereas, all 
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participants in the sample were highly satisfied with the outcomes that they obtained by 
undertaking independent PD activities. As participation in these activities originated from 
their own initiative, the informational content was highly appropriate to their professional 
practice. Most participants indicated that in these circumstances they felt they gained full 
control over the activity, a situation where engagement was strong because they could align 
their goals for participation with the learning outcomes of the activity. Hence, practitioners 
found that such activities contributed greatly to their personal growth and to their 
employment context, as they can effectively integrate the acquired knowledge into their 
classroom practices (see Table 4). Participant 1, for instance, observed that: 
 
When engaging in them independently, I feel I can take more in. I gather a lot of 
knowledge rather than just sitting there throughout the day and taking part in a 
workshop. This is productive, there is more engagement from my part that ensures 
and…it can be very beneficial to me and to my students. Because I of course 
incorporate that knowledge and ideas, when I conduct the lesson the next day. (lines 
114-119) 
 
 The point here is that this participants’ autonomous decision to attend PD indicate his 
engagement with a particular PD activity from the point he identified the goals for 
undertaking PD until he achieved the perceived learning outcomes. The engagement of 
Participant 6 is evident in his account of how he revised his learning from an independent 
PD activity in order to ensure that classroom practices improved:  
 
You know we have to apply a trial and error method also. Sometimes, I plan certain 
things and when I try to practise them in the classroom I do not get the expected 
results from the students. So, then I understand that I need to make some 
modifications to the lesson. (Participant 6, lines 243 -245) 
 
Overall, participants’ learning from PD was largely based on their power and 
authority to control those activities, whether driven by managerialist or democratic 
regulation. Given that, in what way participants’ conceptions and engagement interacted with 
PD activities cannot be always predicted (see Chapter Five, Sections 5.3.1 & 5.5.2 for further 
discussion). 
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4.4 Learning, knowledge transmission and transformation 
 
The findings indicate that participants’ undertaking of PD activities significantly enhanced 
their learning of classroom practices (see Chapter Five, Sections 5.2.1-5.2.4 & 5.4). This 
encompassed participants’ learning of new theories, teaching methods and strategies, 
evaluation and testing, materials design, and also learning strategies to increase students’ 
interest and motivation levels, and upgrade the quality of their performance. In addition to 
classroom practices, they also learned of new developments and changes in the ESL sector, 
and other information useful for their professional practice such as skills and expertise 
required for academic writing and conducting research, CMC technologies, and other 
internet-assisted applications and tools. Participant 3, for instance, “learned some new 
activities, new methodologies, new ways of conducting lessons and even new types of 
evaluations” through PD activities (lines 215-216), while Participant 8 reported learning of 
“the methods of teaching according to the needs of students and society” (line 366), and of 
nurturing students’ confidence by providing “constructive comments” (line 259) as regards 
their works and performance.   
 Overall, participants perceived that their learning via PD initiatives largely influenced 
them to: (a) change classroom practices in a way by which they could effectively transmit 
knowledge to students; (b) establish good practices in the academic community by 
undertaking research; and (c) strive for teacher quality. Most participants emphasised that 
teacher PD positively correlated with student learning outcomes, providing evidence in 
support of their perspective. Participant 5, for example, exposed the classroom effect of 
certain activities that he learned from a PD session:   
 
Those activities [PD] were very effective. Now we can see the outcomes. Those 
students were extra ordinary, you know very much confident with the language, even 
with the leadership qualities and their personality development. (Participant 5, lines 
245- 247) 
  
Similarly, Participant 3 reported that PD was beneficial “to tremendously improve 
their language teaching and learning and consequently, the learning abilities of students” 
(lines 221-222). Thus, “there is a direct relationship between teacher PD and the activities in 
the classroom” (Participant 6, line 227). Participant 4 took this further, arguing that students’ 
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learning, behaviour and attitudes were linked and, therefore, the impact of his learning via 
PD could be observed through students’ inspiration and behavioural patterns (further 
discussed in Chapter Five, section 5.2.3). Moreover, participants’ learning through PD 
initiatives facilitated the effective conduct of research practice in their subject area, either 
individually or collaboratively. Some practitioners engaged in productive action research in 
order to investigate practical responses to problems in classroom teaching and learning (see 
Section 5.2.3), an indication of the impact of PD activities in developing good practices 
among fellow-practitioners and the academic community: 
 
Being an innovative teacher who attends PD I do some research, action research and 
then deploy the knowledge acquired in a meaningful manner. This means gaining 
knowledge, creating new knowledge and then sharing knowledge. (Participant 10, 
lines 362-364)  
 
 Participants’ learning via PD activities also included insights into practices of quality 
teachers. When facilitators of a PD program established themselves during the session as 
quality professionals, participants observed, perhaps unconsciously, their expertise and 
behaviour as a model for their individual dispositions. As such, in addition to the subject-
related knowledge, PD supported participant learning of certain classroom practices 
potentially beneficial to development of the quality of their teaching (see Chapter Two, 
Sections 2.2.3 & 5.2.4 for further discussion): 
 
The way they [facilitators] stood there in front of audience taught us what we need to 
do when we walk in a classroom. And also, their delivery reminded us certain things 
that we used do improperly in our classroom context. So, they taught us not only 
about the field. Now, I remember a very interesting Power Point presentation they did 
with minimum wordings. So, it was very clear and it made me understand that when 
I do a Power Point presentation, it has to be very interesting to the students. So, I 
gained a lot. I believe that they were quality academics and very quality resource 
persons. (Participant 1, lines 282-289) 
  
As indicated previously, although participants’ learning via PD initiatives influenced 
them to undertake diverse refinements and changes to their practices, they all agreed that 
their learning would be applied more productively if post-program monitoring was in place 
to evaluate the newly acquired practices. Participants understood the need for proper 
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mechanisms to take the responsibility for activities occurring after PD sessions, especially if 
application of learning is connected to conditions of their employment (discussed further in 
Chapter Five, section 5.3.4). Participants 4, For instance, illustrated how this phenomenon 
adversely impacted on his classroom practices:   
 
I have never seen any post-monitoring program. Even the experts or the resource 
persons or the institutions who conduct the program have no connection whatsoever 
after they have finished. We switch on sometimes to our previously practiced methods 
when we face certain issues. (Participant 4, lines 288-291) 
 
It is important to note that participants’ perceptions and goals driven by either 
managerial or democratic needs did not always align with their learning outcomes. Although 
participants could possibly achieve their goals through independent and sponsored PD 
activities, their learning via PD activities was strongly dependent on the perceived relevance 
of the content for their professional practice, their interest in the session at hand, practitioner-
centeredness of the session, and other perceived contextual aspects specific to the session. 
As noted, post-monitoring was considered an essential element in the PD continuum as 
participants’ acquisition through PD initiatives could be further refined by such mechanisms. 
The intersection of these constituents is illustrated in Figure 7. 
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Figure 7: Perceptions, types of PD and impact of contextual factors on learning outcome 
 
 
Albeit, participants reported it is not always the case that their learning via PD 
activities enhanced student performance through productive classroom practices. On 
occasion, teachers were adversely influenced by other external determinants which hindered 
transmitting knowledge to their students. Although practitioners were strongly motivated to 
apply new approaches and strategies that they learned via PD, the effects of external factors 
beyond their control and authority meant they could not carry out those practices 
appropriately. 
As observed by participants, those determinants could be grouped in four main 
categories (see Figure 8), three substantially related to policies and practices of the governing 
bodies or the institution, and one concerned with student motivation for learning.  
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Figure 8: External factors influencing knowledge transmission 
 
 
The external factors most reported by the participants as the main hindrances for 
transferring the knowledge gained through PD activities were insufficient time allocation for 
ESL subject (Participants 3, 5 & 7) and excessive numbers of students in a class (Participants 
3, 4, 6 & 7). For Participant 6, monitoring students in a classroom and producing a good 
outcome are quite challenging because “for authentic language teaching there should be 
smaller groups and ESL teaching cannot be practiced properly to an excessive number of 
students” (lines 256-257) (see Chapter Five, Section 5.4). 
4.5 Categories of perceptions and types of PD  
 
ESL teachers’ perceptions reported in section 4.2 are further examined in this section. First, 
each principal category is explored broadly and then a figure is provided which demonstrates 
the perceptions collated under each category to create a graphic image of those conceptions. 
This is followed by the presentation of findings of the alignment of the primary categories 
with the two types of PD (see Figure 5). As previously stated (see Chapter Three, Figure 3), 
each participant had multidimensional conceptions of PD. This broader view will function as 
a conceptual framework for understanding teachers’ PD from their individual practices and 
career stories.  
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4.5.1 Personal need-oriented perceptions  
 
Personal need-oriented perceptions of PD, aimed at practitioners’ individual needs and 
requirements, increasingly provide support and benefits for practitioners individually (see 
Figure 9).  
Figure 9: Personal need-oriented perceptions 
 
 
In general, stimulation for learning, preventing stagnation, instilling collaborative 
practices and fulfilling societal obligation are the primary purposes of PD from the personal 
need-oriented perceptions. In particular, practitioners regarded these perceptions as a means 
for pursuing to lifelong learning so as to increase individual growth and understanding of 
themselves as teachers, to investigate further about their professional passion and interests, 
to avoid stagnation, and to gain an increased awareness of their individual decision-making 
process. Moreover, two of these perspectives validate the implication of PD for developing 
communities of practice and position PD activities as opportunities for creating networks for 
sharing knowledge.  
Participants’ personal need-oriented perceptions of PD largely correlated with 
independent PD activities driven by democratic professional regulation, and focused on 
practitioners’ democratic needs, values and objectives. However, this does not necessarily 
mean that sponsored PD initiatives could not meet these requirements (see Figure 5). For 
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practitioners, achieving these perceived needs was vital as they empower them to perform 
satisfactorily within their profession and also to undertake collaborative and reflective 
practices. This validates the notion that democratic professionalism, which is centred on 
practitioners’ individual professional practice and its principles, operates as a self-regulating 
process promoting participants’ ongoing learning and growth, well-being, contentment, and 
connectedness. As Participant 3, for instance, commented: 
 
It is our responsibility to be aware of new teaching especially the new trends in 
language teaching and specially the technology on our own. Now, we know that in 
the foreign countries, they use new technology to teach language. But if we don’t 
know about how to use this new technology, then we are using old methodologies 
and class room methods to teach English. (Participant 3, lines 254-258) 
 
In this comment, Participant 3 confirmed that investigating new technology was a 
professional practice for developing his ongoing learning, personal growth, and also fulfilling 
his obligation. In this sense, for him, undertaking PD activities to learn new teaching methods 
that integrate CMC technologies and other internet-assisted applications and tools was a 
means for aligning his teaching practice with his perception of effectiveness (see Chapter 
Two, section 2.4.2 & also Chapter Five, section 5.3.2 for further discussion). Critically, as 
articulated by a novice participant, teachers must focus on PD in a way in which they are 
open to changes in their attitudes, so as to recognise teaching as a self-governing profession, 
and also re-orient their view for creating changes in the entire profession rather than focusing 
on an individual classroom. She articulated,  
 
We are just focusing on changes in one classroom. Also…so, here our teachers 
sometimes, they are not that much happy to teach the students but they want to teach 
the students to get the salary at the end of the month. So, they are not that motivated 
to do that. I think an attitudinal change can make them realise that it’s their 
responsibility and the students are the future. (Participant 8, lines 318-322). 
 
Her comment emphasised that teachers’ have a broader accountability to the entire 
profession and student community, not only to the students whom they teach, which largely 
aligns with the principles of democratic professionalism. These changes can be effectively 
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achieved through the intervention of institutionally facilitated PD activities rather than self-
directed practices; governing institutions and providers of PD could create a platform for 
participants to interact more productively and collaboratively during and beyond PD 
sessions. Participant 7, for example, observed that the sense of community developed in a 
PD session empowered them to “express and share their experiences with other practitioners 
and experts where they feel that their ideas are so valuable and recognised” (lines 77-68). 
Overall, participants’ personal need-oriented perceptions were substantially linked 
with their emotional and intellectual needs, and achieving those requirements was vital for 
satisfying the conditions of democratic professionalism. Even though these perceptions 
mostly aligned with independent PD initiatives, and ultimately the results of undertaking PD 
initiatives were directly obtained by practitioners and their associates, institutional 
contribution to attain these democratic goals cannot be underrated. Participants’ 
understandings of each personal-need oriented conception and the perceived types of PD are 
discussed and elaborated in Chapter Five (see Section 5.2.1). 
4.5.2 Professional goal-oriented perceptions  
 
Professional goal-oriented perceptions position practitioners’ employment and career 
trajectories as the core of PD initiatives (see Figure 10).  
 
Figure 10: Professional goal- oriented perceptions 
 
 
Of the three conceptions included in the professional goal-oriented category, two are 
significantly connected to the institution of employment and working context where PD 
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activities take place, while the other is more practitioner-centred. Under this perception, 
participants understood PD as an approach which could empower them to be well-informed 
of developments in the field of ESL education, and this facilitated alignment of participants 
with institutional procedures and practices that directed their functions in the workplace 
context. From the perspective of compliance, through PD initiatives teachers can satisfy the 
requirements, obligations and responsibilities imposed by employers. Interestingly, this 
perception was noted as undesirable, and likely an attempt by a governing institution to 
deviate PD from participants’ genuine interests and inclination. In the third perception, PD 
was associated with an instrumental significance, a device providing opportunities for career 
advancement of practitioners. This perception could incline practitioners to develop 
professional capital to advance their competitiveness and validity in the employment market 
(see Chapter Two, Section 2.5.1). As such, practitioners can further establish in their 
positions, secure promotions, or receive other remunerations from employers.  
Participants’ professional goal-oriented perceptions, which have a strong affiliation 
with sponsored PD, are often regulated by managerial professionalism that informs the 
design, content, format, and aims of PD programs (see Section 4.3, Figure 5). For this reason, 
participants placed sponsored PD activities within institutional and employment contexts, 
and identified diverse professional goals and needs for undertaking them. Although 
institutionally facilitated PD sessions were not always mandatory, participants tended to 
attend them from a sense of obligation in response to the pressure exerted by the 
management, because “we also are little persuaded by the Department to take part in them. 
Once the name is given we can’t, it’s better for us to show up” (Participant 4, lines 67-68). 
This means that, as a measure for avoiding possible adverse repercussion from the 
administration, they were likely to attend such PD activities. In some instances, participation 
in specific PD sessions is a mandatory requirement for confirmation in an employment 
position, and participants must attend. In this case, as indicated by participants, attending PD 
sessions was necessary to fulfil their responsibility to establish themselves within the 
university system as practitioners (Participants 1, 5, 8 & 9). On the other hand, when 
participants were generally nominated for PD sessions under institutional mandate, they 
attended such activities, although they were neither significant to obtaining any desirable 
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positions in their employment contexts, nor to achieve any goals of professional practice 
(Participants 2, 4 & 6).  
Participants also took part in PD sessions in order to accumulate documentation that 
confirm to employers or other governing institutions their ongoing participation in PD. For 
example, all participants reported being provided with “certificates of participation” 
(Participant 9, line, 23) which could later be used attached to a curriculum vitae or resume to 
advance their professional careers. Furthermore, some participants attended PD activities to 
sustain their competitiveness and effectiveness as a work place requirement. Participant 1, 
for instance, was highly responsive to a PD session of public speaking, perceiving that it 
would enrich her personal presentation skills:  
 
It’s done by a professional from a certain body and it actually interested me to put my 
name down and I did so. Because I know that by taking part in it, I can gain new 
knowledge uh and it will sort of improve my public speaking and since I’m teacher I 
have to be very sure of how I deliver myself and how I make myself clear to the 
audience and to the students. (Participant 1, lines 181-186) 
 
 Pressure to remain constantly updated in terms of changes and improvements that 
take place in their employment contexts persuaded some practitioners to attend PD initiatives. 
Many sponsored PD sessions, arguably influenced by discourses of managerial 
professionalism, were focused on educating practitioners about such changes, such as that 
described by Participant 3: 
 
English is a world language but English is used in different parts of the world 
differently. Therefore, those different uses, practices, new words and the things like 
that, uh…we have to learn for the betterment of language. Now, for the countries like 
Sri Lanka, we have both British English and American English. Therefore, if we can 
teach these both types of English and the new changes coming out from, that will be 
helpful for our students. (lines 148-153)  
 
Some participants considered that the conditions of their employment included 
fulfilling employer requirements and obligations to pursue professional advancement 
through PD, but that these could be achieved to a certain degree through independent PD 
activities. The implications of this perspective will be further discussed in Chapter Five, 
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section 5.3.1. Overall, participants’ views were that their professional goals were oriented to 
addressing the managerialist requirements of their institution. Due to this orientation, 
practitioners were experiencing increasing pressure to enhance their professionalism and 
competitiveness by undertaking the PD sessions sponsored by the institution itself or any 
other agency nominated by the institution. In Chapter Five (see Section 5.2.2), participants’ 
awareness of professional goal-oriented perceptions is discussed at length to specify the 
features aligning to each of these conceptions.  
4.5.3 Knowledge-oriented perceptions 
 
Knowledge-oriented perceptions of teacher PD (see Figure 11) focus on the development of 
knowledge, competency, and potential of practitioners by way of which they can improve 
their work-related practices and effectively transmit knowledge to learners and to the 
academic community. 
 
Figure 11: Knowledge-oriented perceptions 
 
 
It is significant to note that participants who reported these perceptions considered 
PD initiatives constructively and assumed that the outcomes of such activities may (a) 
upgrade, review and re-orient their practices in line with learner requirements; and (b) 
support development of a knowledge base in ESL. To this end, these perceptions represent 
different perspectives on the expertise gained through PD activities. One conception 
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approaches PD from the perspective of upskilling knowledge; in this sense, practitioners 
expect PD initiatives to function as an agent for integrating their prior knowledge in 
constructing new knowledge. The second perception, on the other hand, is centred on 
disseminating knowledge; in this regard, practitioners seek out PD activities to satisfy their 
interest in adopting a lifelong learning approach in their career. The other two perceptions 
place knowledge acquisition as a more general approach. In these perceptions, PD initiatives 
could create a platform for practitioners to update, upgrade and revitalise their knowledge of 
ESL, and for enhancing the efficacy of their classroom practices. In general, knowledge-
oriented perceptions expect PD to satisfy teachers’ requirements for effective classroom 
practices and for dissemination of new knowledge. 
Participants’ knowledge-oriented perceptions were not specifically associated with 
either self-directed or institutionally facilitated PD initiatives (see Section 4.3, Figure 5). 
Whether perceptions aligned with managerialist or democratic professionalism was heavily 
dependent on the nature of knowledge perceived to be attained by practitioners, and also on 
perceived effectiveness of the activity to cater for their needs. When participants were 
inclined to reach certain competency levels in order to enhance their potential and efficacy 
with the aim of carrying out their classroom practices more productively, they were mostly 
directed to practitioner-led PD activities, as in this instance described by Participant 6: 
 
I am not familiar with some of the areas. I teach English for Management students 
and many latest materials are available on the internet. I just the get the assistance of 
it. Materials are available in order to tailor to suit the students. So…different teaching 
methodologies are suggested sometimes. You know bases are available for us for 
teaching English. So, these things assist me a lot. (Participant 6, lines 106-110) 
 
When their aim was to upskill knowledge relevant to the field of ESL, practitioners 
also focused on independent PD initiatives significant for constructing a productive 
knowledge base, such as reading current articles, undertaking research, and producing 
publications (Participants 1, 7 & 8). 
In contrast, when the knowledge perceived to be acquired by participants had a direct 
managerialist objective for the institution and its practices, rather than to practitioners, 
participation was regulated via sponsored PD sessions. Participant 8, for instance, exposed 
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this phenomenon in relation to a PD activity to learn new examination procedures that she 
had completed under institutional mandate. She emphasised, “sometimes, we know only the 
theoretical and practical aspects of classroom teaching. We should also need to understand 
examination rules and regulations as we always assess students’ performance. So, we can be 
aware of such things in a very thorough way” by undertaking sponsored PD sessions (lines 
305-307). In general, knowledge-oriented perceptions did establish connection with both 
types of PD based on the kind of knowledge that participants perceived was offered and the 
degree to which the available activities could address their needs. Participants’ 
understandings of these conceptions and perceived types of PD are further discussed in 
Chapter Five (see Section 5.2.3). 
4.5.4 Outcomes-oriented perceptions  
 
Outcomes-oriented perceptions centralise teacher quality as the key goal of PD activities (see 
Figure 12). 
 
Figure 12: Outcomes-oriented perceptions 
 
 
Participants who reported this perception elaborated different constituents of teacher 
quality which can be developed by undertaking PD activities. However, these constituents 
were not specifically related to PD of ESL practitioners, rather, to teachers in general. Under 
this conception, PD provides a means for practitioners to develop their disposition, positive 
attitudes, and qualities that may later support them in understanding and responding 
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appropriately to the diverse needs and individual differences of their learners. From the 
outcomes-oriented perspective, PD can also position practitioners to gain currency of 
knowledge; this encompasses participants’ overall knowledge, experience, and certified 
expertise that supports them to grow as professionally qualified teachers with higher results. 
Thirdly, in this perception, participation in PD is understood as a facilitating a trajectory of 
developing and sustaining professional standards and identity among learners and in the 
academic community. Overall, all three constituents categorised under outcomes-based 
perceptions focus on PD as facilitating the strengthening of professional quality of 
practitioners, and positioning them as quality professionals in classrooms and in employment 
contexts.  
Outcomes-oriented perceptions which positioned teacher quality as the key concern 
of PD aligned with both sponsored and independent orientations. This indicates that 
enriching teachers’ quality was one of the professional needs perceived as regulated by both 
managerialist and democratic regimes (see Section 4.3, Figure 5). Participants understood 
that developing professional values and identity via PD activities was a way of enriching the 
quality of their practice: 
 
I think PD goes along with some ethics. You know that being a language teacher, we 
need to have many good qualities in us personally, and then if we can improve them 
through PD they will be so effective. That’s what I think. Because we need to be very 
humble, and you know we have to have a lot of patience and endurance when we 
handle a language classroom. (Participant 5, lines 193-196)  
 
Participants also reported PD that equipped them with thorough and extensive 
knowledge of the subject that they taught, and which supported them to establish their 
professional standards and identity among their learners, was another way for developing 
their teacher quality: 
 
Learners have to be given exposure in terms of subject matter and language, if we 
don’t have the richness in our language and in our subject matter, the students would 
lose confidence in us. If we are rich, ah… yes. And then, when the students listen to 
us confidently placing a lot of confidence in us, ah…things get integrated in their 
brains better. Otherwise, we will lose. (Participant 2, lines 148-152) 
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Overall, participants’ personal need-oriented perceptions of PD were mostly centred 
on democratic professionalism and professional goal-oriented perceptions on managerialist 
regulation, while knowledge-oriented and outcomes-oriented perceptions were in line with 
both approaches. However, the alignment of knowledge-oriented perceptions was 
determined by the nature of knowledge perceived to be acquired by participants. Participants’ 
awareness of these conceptions is further discussed in Chapter Five (see Section 5.2.4). 
4.6 Summary 
 
This study identified fourteen conceptions of PD based on ESL teachers’ understandings of 
PD initiatives. They were then categorised into four primary clusters: personal need-oriented 
perceptions, professional goal-oriented perceptions, knowledge-oriented perceptions, and 
outcomes-oriented perceptions. Personal need-oriented perceptions are centred on 
practitioners’ lifelong learning, networking, satisfaction and well-being. Professional goal-
oriented perceptions situate PD within practitioners’ occupational contexts and career 
pathways, as a means of supporting them to advance their profession and gain positions that 
are more desirable. Knowledge-oriented perceptions contextualize PD within practitioners’ 
classroom contexts, valued for providing the essential skills and expertise connected to 
teaching, and for constructing and disseminating pedagogic and content knowledge. 
Outcomes-oriented conceptions identify PD as a means for enhancing teacher quality. 
The results demonstrated that participant’ perceptions of PD function as a device to 
understand their aims for participating in PD activities. Even though the two types of PD 
driven by managerial and democratic needs determined participants’ goals for attending PD 
session, not all of their perceived goals for PD activities could be attained. Their engagement 
with PD, therefore, was highly intricate and was mediated by actual and perceived contextual 
factors. When the content of PD sessions did not align with practitioners’ work or they had 
prior knowledge of the content, they disengaged with PD or maintained a very low-level 
engagement. However, participants who had a high interest in the session or the topic were 
able to sustain their engagement in parallel with their interest level. Practitioner-centred PD 
activities had potential to retain high engagement throughout the session, the nature of such 
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activities generally seen as practical and/or collaborative. Other contextual factors such as 
facilitator/s’ disposition and quality also significantly influenced practitioner engagement. 
The findings also revealed that participants’ learning from PD initiatives was heavily 
dependent on contextual and perceived contextual determinants. As such, the extent to which 
participants could exert control over sessions driven by both managerial and democratic 
professionalism determined their learning outcomes. Participants who had strong interest in 
particular topics or content were able to manage and direct their learning through PD so as 
to reach their expected professional learning outcomes. This usually happened via 
independent PD activities originating from participants’ own initiative and when participants 
undertook PD activities without institutional mandate.  However, as far as the sponsored 
activities were concerned, regardless of practitioners’ interest in the topic and the content, if 
the session did not establish a collaborative context where participants could maintain their 
autonomy, perceived learning outcomes would not be achieved. On the contrary, when a 
session was not relevant to practitioners’ work, or they had no control over the content of the 
activity, they withheld their expectations of productive learning and developed negative 
attitudes towards mandatory PD.  
Moreover, the findings exposed the changes that may occur as a result of learning via 
PD activities. Learning can change participants’ professional practice and improve students’ 
performance through effective transmission of knowledge. Through PD activities, 
participants may establish a research culture and good practices within the ESL community 
and upgrade their professional quality. Conversely, as discovered, absence of a proper post-
monitoring program for evaluating participants’ application of new knowledge hindered the 
effectiveness of sponsored PD activities. Also, participants were unfavourably influenced by 
other external factors when transmitting the acquired knowledge to students. 
The following chapter will discuss the findings for the research questions 
comprehensively. The implications of participants’ perceptions within the context of ESL 
teaching and learning in the Sri Lanka university sector will be explored. Furthermore, the 
findings will be discussed in relation to the literature on teacher PD presented in Chapter 
Two. 
96 
 
Chapter 5 Discussion 
 
5.1 Introduction 
 
This chapter provides a comprehensive discussion of findings, presented in Chapter Four, of 
the investigation guided by the three research questions posed in Chapter One. At the outset, 
to address the first research question, participants’ conceptions of PD are broadly elaborated 
in order to uncover the implications of those perceptions for identifying their professional 
practices, diverse goals, needs, responsibilities and interests. This is followed by a discussion 
of the diversity of participants’ conceptions. The next section of the chapter discusses the 
second research question that concerned participants’ engagement in PD initiatives. This 
includes further discussion of the relationship of practitioners’ perceptions and their 
motivations for attending to PD activities, as indicated in Section 4.3, Chapter Four. Findings 
for the second research question included participants’ engagement with types of PD 
activities - sponsored and independent – and these are discussed in the next section, as well 
as the extent to which different types of PD have influenced teachers’ learning and enriched 
their professional practices. This discussion includes recommendations for design, delivery 
and framing of PD programs in ESL in order to provide optimal outcomes for participants 
via the existing PD opportunities. The implications of participants’ perceptions are reflected 
in the last part of this section as a point of reference for PD providers, institutions, and policy-
designers. Discussion of findings for the third research question elaborates possible changes 
in participants’ practice, quality, and knowledge via participation in PD activities, and also 
the role and impact of varied factors in determining any changes in cognition and behaviour. 
Other external determinants that hinder the application to classroom practices of participants’ 
learning from PD are also addressed in this section.     
5.2 Question one 
 
How do Sri Lankan teachers of ESL perceive/understand PD at the tertiary level? 
 
It is significant to note that some perceptions of PD uncovered by participants (see 
Chapter Four, Section 4.5) are strongly linked with the field of ESL teaching and learning, 
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whereas others are related more generally to all teachers; for instance, being practitioners in 
the field of education, all are responsive to lifelong learning, enhancing teacher quality, and 
disseminating knowledge. The point here is that, some perceptions of PD cannot be 
considered positive for participants’ classroom practices as far as the position of them is 
concerned (see Section 5.2.2). Nonetheless, most involve potential to support enrichment of 
teachers’ professional practice in numerous ways. As discussed in Sections 2.5.3, 4.5.2, and 
5.2.2, on one hand, industry perspectives of PD have placed teachers as agents working for 
huge organisational structures as a means for achieving educational needs and outcomes 
driven by socio-economic and political agendas of the governing institutions (see Gurney, 
2015). Participants’ perceptions of PD, on the other hand, position teachers as unique 
individuals who identify PD as a practice for reaching multiple professional and personal 
goals. Participants’ perceptions reflect diverse teacher roles, for instance, autonomous 
lifelong learners, individuals promoting collaboration through communities of practice, 
knowledge searchers, investigators and disseminators, reflective practitioners and evaluators, 
need analysists, facilitators for knowledge transmission, employees concerning 
competitiveness and career goals, skilled practitioners with technical expertise, professional 
quality seekers, and agents of change. In general, each perception that aligns with either 
democratic or managerialist principles, or both, focuses on practitioners’ professional 
standards or career growth. 
Especially, participants’ understanding of PD reflected through their perceptions 
neither significantly align with the leading definitions of teacher PD presented in the 
literature nor substantially deviate from them (see Chapter Two, Section 2.2.1 & Sections 
5.2.1- 5.2.4). More specifically, participants’ perceptions represent views broader than the 
perspectives in dominant definitions in the PD literature. The diversity of those conceptions 
functions in a subtle and complicated manner, particularly in PD application and outcomes 
(see Section 5.2.5). 
Only by understanding diverse perspectives of PD from practitioners’ viewpoints can 
a holistic picture of ESL teaching and learning in the Sri Lankan university sector can be 
obtained. This understanding may reflect some insight into participants’ professional lives 
and indicate numerous ways and means for applying PD in re-orientation of their roles and 
requirements. The four primary categories of perceptions that designate different dimensions 
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to PD are broadly discussed in Sections 5.2.1-5.2.4. This discussion will be further 
illuminated by exploring the interconnection between the primary categories and referring to 
the literature in terms of ESL teacher PD. The discussion also focuses on how to cater for the 
recognised perceptions of PD so as to support participants’ engagement. This has 
implications for the manner in which policy-makers and PD providers address those 
identified perceptions. 
5.2.1 Personal need-oriented perceptions 
 
Personal need-oriented perceptions of PD, which can be defined as a means of catering for 
practitioners’ individual needs, mostly resulted in enhancing their resilience and well-being. 
These perceptions (see Section 4.5.1 & Figure 8) conceptualised PD in terms of how 
individual practitioners developed collaboratively and emotionally via PD initiatives. This 
viewpoint regarded PD as a potential approach in which practitioners could instil lifelong 
learning in their professional career, satisfy societal responsibility, pursue passion and 
interest for learning, prevent stagnation, interact and cooperate with other practitioners, and 
sustain collaboration with facilitators within and beyond PD. In this sense, the return, or 
benefits, of participating in PD are directly obtained by practitioners.  
One of the personal need-oriented perceptions regarded PD as a stimulator for 
creating a productive pathway to instil ongoing learning in practitioners’ professional career. 
Participants revealed different situations where lifelong learning is vital for practitioners’ 
employment context and personal growth. Previous studies have also established similar 
connections between PD and lifelong learning (Duta & Rafalia, 2014; Evans & Esch, 2013; 
Nicholls, 2010; Petrie & McGee, 2012). As Participant 8 reflected, practitioners encounter 
numerous challenges throughout their career given the constant concerns of their learners in 
the ESL classroom context and, therefore, in response they are “compelled to refer to the 
relevant aspects and being conscious” (line 246) of such issues via PD activities. Participants 
illustrating practical evidence as to why they need to be lifelong learners further elaborated 
this perspective. Participant 6, for example, noted that, as learners have access to diverse 
knowledge bases with the advancement of technology, teachers are no longer considered 
omnipotent: 
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Now, teachers have become just facilitators of things. Without lifelong learning a 
teacher cannot survive. I mean as things are changing continuously, what we teach 
today can’t be taught next week, the context changes, students change. So, we are 
part of this lifelong learning process. (Participant 6, lines 150-153) 
 
Practitioners can be gradually accustomed to new circumstances by accessing the 
knowledge bases available to them via PD initiatives. For Participant 8, for instance, 
“internet-assisted technologies update me constantly to have lifelong learning exposure” (line 
212), and for her, self-direction, motivation, and autonomy were crucial in generating 
opportunities for participating in lifelong learning. Participants also emphasised that, 
although teachers completed a productive teacher preparation program, they cannot gain the 
entire knowledge, competence, and other skills that they may require to perform throughout 
their career. This is mainly because teachers develop different goals and needs, and confront 
diverse dilemmas with the progress of their profession (see Chapter Two, Section 2.3.1). This 
validates the notion that teachers need to “grow as educators, for their duty is never complete 
and ongoing till retirement” (Participant 10, lines 311-312). As indicated in the literature, 
lifelong learning is the key for all teachers, irrespective of status as novice or experienced, 
for enriching their professional practice (Mohan et al., 2017), personal growth, and retaining 
committed to teaching practice (Grundy & Robison, 2004). As such, teachers are individually 
responsible for aligning with the necessity of lifelong learning (Aleandri & Refrigeri, 2014) 
via ongoing PD initiatives (Novozhenina & López Pinzón, 2018) for professional 
accreditation in a knowledge-based society  (see Chapter Two, Sections 2.3 & 2.6.1). 
The theoretical framework of adult learning validates that practitioners need to attend 
ongoing focused PD activities to become adult lifelong learners (Hiebert, Gallimore, & 
Stigler, 2002), and lifelong learning has special significance for ESL practitioners. They are 
responsible for sustaining ongoing interaction with learners who have differences in terms of 
cultural and linguistic backgrounds, motivational levels, and learning styles and strategies 
(Dörnyei, 2006; Ellis, 2004; Zafar & Meenakshi, 2012), and for catering for their diverse 
orientations and experiences appropriately in the ESL classroom (Gurney, 2015). As 
reviewed in Chapter One, Section 1.7.2, the SLQF has also identified promoting lifelong 
learning of university teachers as one of the key prerequisites for a successful quality 
strategy; participants’ understanding of lifelong learning and teacher quality (see Section 
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5.2.4) reflects, and aligns with, increased interest in institutions to establish PD initiatives via 
accreditation or quality assurance certification schemes. Given the impact of globalisation 
and marketisation of English, and the technological advancements taking place in the entire 
field of education, teachers’ views and practices need to be (re)considered as per the 
requirements of the industry, and also to foster ongoing discussion of the role/s and position/s 
of ESL practitioners within the wider community. For example, using English as the medium 
of instruction at the university level programs in non-English speaking countries (see Chapter 
One, Section 1.8.1) plays a vital role in improving the human capital of learners and of 
nations with expertise in English (Ali, 2013; Anh, Nguyen, & Le, 2013; Hamid, 2010). Being 
conversant with factors that may determine teachers’ position is essential for productive and 
ethical practice (Gurney, 2015), and to continue learning to develop potential for resilience 
in response to workplace challenges (Laal & Salamati, 2012). In this context, educational 
policies and reforms should also be designed in a way they could provide lifelong learning 
opportunities for teachers. 
PD was also conceptualised as a way for satisfying teachers’ societal obligation by 
addressing their intellectual and emotional needs via PD initiatives. As noted by practitioners, 
their views about this conception were considerably linked with their sense of duty to the 
wider community (Sachs, 2001) in their current professional roles and practices, thus they 
tended to prioritise this conception as one primary goal of  undertaking PD activities. 
Participant 4, for example, emphasised this responsibility above the desire for rewards such 
as salary increments or certificates of participation, because, “our salaries go up to the next 
grade through PD. But, I should improve myself mainly for students and others [i.e., motives] 
are secondary” (lines 232-233). Similarly, Participant 8 opined that “we need to make the 
world or the country better for learners. So, we have our duty” (lines 323-324). These 
perspectives aligned strongly with practitioners’ contentment with their work. Participant 10 
situated this personal need-oriented perception of PD (a) as a means for fulfilling teachers’ 
ethical obligation to the nation by delivering the best quality education, and (b) as a way of 
‘reimbursing’ the nation for the free education that they received throughout their academic 
career (see Chapter One, Section 1.3.1): 
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Society expects us to be the best professionals in the country enabling us to produce 
human resources to the nation. So, our moral obligation is to produce the best 
professionals. It is actually, as I consider a kind of paying back because we owe 
society. Our country has spent on us for our learning and our studies, and society pays 
for this profession. So, being teachers, we must nurture learners’ mind, and expose 
them to diverse skills, and make them successful and thoughtful learners. (Participant 
10, lines, 327-333) 
 
Not all practitioners were committed to their societal obligation or prepared to refine 
their practices via PD initiatives. The comments of some practitioners reflected poorly on 
their colleagues understandings of teachers’ roles and social responsibility, and examples 
such as “a mechanical giver of things” (Participant 2, lines 588), “just for a sake of doing and 
focus more on their personal lives” (Participant 1, lines 325-326), “not concentrating on 
making an attitudinal change” (Participant 8, line 317) and “no urge to update after the 
confirmation” (lines 42) clearly illuminated perceived variations in teachers’ professionalism 
and by implication on students’ performance. These comments support not only the claim 
that some teachers are likely to disregard their “professional mandate” and pursue their 
individual needs and interests “at the expense of those less powerful” (Whitty, 2000, p. 291), 
but also the idea that teacher professionalism (see Section 2.2.4.1) is defined as an 
understanding of an employee’s duty and responsibility as expected by the members of the 
same profession (Hoyle & Wallace, 2005).  
The point here is that institutions need to ensure all ESL practitioners obtain a 
thorough awareness of their defined duties and social obligations and of the professional 
standards implemented for them by the UGC through mandatory induction and PD programs 
(see Chapter One, Section 1.8.1 & Chapter Two, Section 2.6.1). If these mechanisms operate 
appropriately, this perception of PD as a way for satisfying teachers’ societal obligation may 
appropriately be positioned within the personal-need orientation. 
Participants also understood PD as a way for exploring diverse areas and fields which 
they considered inspiring and exciting, or for which they developed strong passion and 
enthusiasm for discovering. This demonstrates practitioners’ readiness to allocate time and 
energy for an activity that has considerable significance to them, their roles and duties at 
hand, and aligns with the findings of previous studies (Carbonneau, Vallerand, Fernet, & 
Guay, 2008). This perception, like the other personal need-oriented perceptions, is centred 
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on two major components, practitioners’ entertainment and “intellectual stimulation” 
(Gurney, 2015, p. 112). What is important to note here is that this practitioner perspective of 
PD in terms of passion and interest for learning is mostly connected with internet-assisted 
PD activities originating from their own initiatives. For Participant 1, for instance, “the 
subject matter itself compels me to read more. As I am interested in language and linguistics 
I tend to read articles and ebooks in those areas.” (lines 300-301). In a similar comment, 
Participant 7 explained that “I have activated the alerts so, I get the recent articles on the topic 
of my interest. So, then I do read and sometimes I add new aspects for my teaching” (lines 
764-765). Although practitioners were primarily motivated by their enthusiasm to study their 
area/s of interest and passion, learning from these activities was considered secondary at 
times, tangible learning outcomes with implications for practice may result. For example, the 
comment of Participant 8 encompassed both constituents; desire to explore an area, and how 
to experiment in practice with what was learned: 
 
I’ve been following online courses conducted by… [The British Council] on how to 
be a good teacher and…how to use effective methodologies in teaching… 
Sometimes, I get new branches of knowledge relating to my needs and interests. So, 
I’m going to follow another one in the next semester onwards. So, I thought of 
keeping a journal. That’s an idea I got by following such courses. (Participant 8, lines 
125-129)  
 
Notably, Participant 2, defined this conception of PD in a reverse manner. For him, 
PD could refresh teachers so they grow into conscious practitioners, and thus encourage their 
passion for learning. As he envisaged PD as “a kind of refreshment and renewing ourselves 
which keeps reminding of things. Visibility kind of sleeping and then stimulate our passion 
and interest for our task that is in our hand” (line 475-476). As indicated by Participant 8, 
passion can be a key for creativity and teachers who are passionate for learning could easily 
generate novel ideas (Serin, 2017). Passion and interest for learning has a reciprocal  
relationship with stagnation (Gurney, 2015). When passion encourages learning through 
excitement and enthusiasm (Serin, 2017), it avoids teachers’ practice becoming tedious and 
may instil feelings of satisfaction instead of boredom and impotence within their professional 
context (Gurney, 2015). Passionate teachers tend to actively engage in PD activities (Gains, 
Osman, Maddocks, Warner, Freeman, & Schallert, 2019) with the aim of creating classroom 
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environments to stimulate the interest of their learners and that are conducive for learning. In 
this fashion, although sometimes constrained by rigid syllabuses that dictate repetitive 
teaching (Trippestad, 2014), teachers may investigate new topics and areas of their interest 
and sustain their professional passion for ESL. 
PD was also situated as a way for preventing stagnation of teachers’ professional 
practice, thinking patterns, and approach to teaching. Generally, an employee stagnates in 
his/her position as a result of undertaking the same repetitive work and responsibilities. This 
may finally result in reaching a content plateau (Gurney, 2015), which, according to Lentz 
and Allen (2009, p. 361) “refers to the lack of challenge, decrease in responsibilities, and 
overall staleness of the job itself”. Participants’ comments in relation to this perception have 
no direct connection with this definition. However, their perspectives, revealed in comments 
such as “many targets and deadlines to meet” (Participant 1, line 219), “an unbearable amount 
of workload” (Participant 1, line 223), “overloaded with the work” (Participant 4, line 146), 
“some other extra activities” (Participant 7, line 104), “I’m stuck with” (Participant 9, line 
142), and  “excessive work load” (Participant 10, line 359), disclosed that they felt 
significantly immobilised and stagnated within their employment contexts (see Chapter Two, 
Section 2. 5. 2. 2).  
Activities that can minimise teachers’ stagnation are usually related to their interests 
and requirements (Gurney, 2015), for instance, one may search for certain strategies to 
motivate their students for learning (Participant 1), while some others may need to study how 
to design a curriculum and materials for a specific course unit (Participants 2 & 9). Stagnation 
can develop to a serious issue, and if unaddressed can cause “underchallenged” (Farber, 
2000, p. 675), burnout in which teachers lose interest in the learning offered by PD, for 
example, Participant 4, who was at the disengagement stage in his career (Huberman, 1993), 
revealed that “of course I am growing old. So, when we grow older you feel that this is 
enough. And even you tend to attend less PD activities” (lines 137-138). Teachers who work 
in this context “are uninterested rather than fed up, bored rather than intolerably stressed. For 
underchallenged teachers, the stresses of work are not especially great but neither are the 
rewards” (Farber, 2000, p. 686), This perception of PD has a connection with one previously 
discussed, lifelong learning. In other words, when a teacher does not adhere to ongoing 
learning by undertaking PD activities, he cannot refresh and gain the knowledge and skills 
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that he may need for his professional growth, which is a major cause for stagnation. This 
understanding was reflected in the comment of Participant 10:  
 
If I think I know everything as I have obtained the qualifications, I am not motivated 
for lifelong learning. So, actually, then I will be stagnated and narrow minded. 
However, if I have a bored mind, then I give value for learning. (Participant 10, lines 
351-353) 
 
In such cases, focussed PD activities could bring new enthusiasm and stimulus into 
practitioners’ lives, and thus develop potential to combat impotence, tension and exhaustion 
(Alibakhshi & Dehvari, 2015; Bakker & Demerouti, 2007; Xanthopoulou et al., 2007). While 
it is agreed that PD can challenge the emergence of teacher stagnation, it is also important to 
note that those professional learning opportunities need to be relevant, interesting, and 
practitioner-centred to maximise participants’ engagement, in particular, for those who are 
“experiencing or at risk of underchallenged burnout and general disengagement from their 
work” (Gurney, 2015, p. 112). Therefore, this perception, which may offer energy and 
motivation to practitioners, should be promoted via PD initiatives to re-orient their practices.  
In comparison with other personal-need oriented perceptions previously discussed, 
the final two conceptions in the category involve interpersonal characteristics. One of these 
perceptions positioned PD as a means for encountering opportunities for interacting and 
collaborating among practitioners. As reported, participants could mostly gain opportunities 
to cooperate and network with each other through job-embedded PD activities (see Chapter 
Two, Section 2.4.1) in which they formed learning communities in the context of their 
institution or classrooms. This supported them to negotiate their issues and challenges 
together by seeking solutions through their collective experiences in order to recognise 
strategies for advancing the field of practice. Participant 5, for instance, works with “a group 
of teachers who always undertake PD and we are like a small community. We share with 
each other which I think is very important to me” (lines 82-83). These views reflect and 
confirm the results of previous studies (Edge et al., 2015; Gurney, 2015; Tam, 2014; Wenger 
& Snyder, 2000). Although individual practices are important to teachers’ professional 
growth, more constructive outcomes can be achieved via collaborative approaches (Darling-
Hammond & Richardson, 2009; Saberi & Amiri, 2016). Specifically, job-embedded PD can 
provide more opportunities to novices for collaborative practices and mentoring (Desimone, 
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Hochberg, Porter, Polikoff, Schwartz, & Johnson, 2013) with more experienced teachers 
(Guskey, 2003; Nasser & Romanowski, 2011; Richards & Farrell, 2005). Given this ongoing 
guidance and supervision, novices could develop their capacity and identities, and also 
reduce their isolation. Participant 8, for example, “consider[s] mentoring also as one way for 
PD. I talk to the teachers who are more experienced than me. We also share ideas related to 
our fields. So, I think it’s a way for developing my profession” (lines 83-85). Learning 
through mentoring could also contribute broadly to fostering teachers’ resilience and 
professional capital (see Chapter Two, Section 2.5.1). These negotiations, for participant 10, 
referred to both “formal, informal discussions” (line 19) and feedback leading to re-
evaluation of practitioners’ own knowledge and perspectives. Although most participants 
referred to the outcomes of collaborative practices positively, not all were entirely satisfied 
with the prevailing mutual assistance among their ESL colleagues, for instance:  
 
Even within our university, the collaboration, association and working with other 
colleagues are not that developed. If we can improve this and do activities together in 
the university and also with other universities then it will have a great impact on our 
practices. (Participant 3, line 202-205) 
 
If this is indeed the case, special attention needs to be devoted in PD to fostering 
collective practices in the employment context. Specifically when teachers position teaching 
as an individual responsibility (Richards & Farrell, 2005), it is vital to develop positive 
relationships among practitioners to enhance understanding and reduce the adverse impacts 
of burn out to which individual teachers easily become victims (Brouwers & Tomic, 2000; 
Hakanen, Bakker, & Schaufeli, 2006).  
This perception also concerned the potential of PD in facilitating opportunities for 
participants to interact and collaborate with other practitioners during sessions, contribute to 
the activities, and thereby inspire other participants and also learn from them. Participant 2 
described his experience in this regard:  
 
We also have some kind of pleasure in attending in order to contribute. When I go 
with this mentality, I come to know more from other participants. So, that kind of a 
motif is there. I mean things really encourage me to take part in that when we come 
to know different people. In addition, our contribution in the workshop or seminar 
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also encourages other participants and our own friends. You know our contribution 
in the sense, how we contribute can be exemplary to other people. (lines 262-267)  
 
This points to the need of acknowledging and accommodating teachers’ contributions 
meaningfully and appropriately within a PD session. Collaboration, communities of practice, 
and sharing values among practitioners are considered the keystones of PD (Meirink et al., 
2007; Stoll, Bolam, McMahon, Wallace, & Thomas, 2006) which empower participants to 
grow into knowledge producers rather than the receivers of information and instructions (O’ 
Hara & Pritchard, 2008). Given that, teachers may develop positive attitudes for critical 
appraisal and reflective teaching practices (Darling-Hammond & Richardson, 2009), and a 
capacity for sustainable development (Stoll et al., 2006) that all provide the opportunity to 
improve teachers’ self-efficacy and shared-efficacy (Durksen et al., 2017) (further discussed 
in Section 5.4). 
Although it was established that reflective practices (Pollard, Collins, Maddock, 
Simco, Swaffield, Warin, & Warwick, 2006), collaboration, and networking with other 
practitioners are vital for teacher learning, the potentials of these are heavily dependent on 
contextual conditions or requirements such as teachers’ work load, time management, 
differing learning needs (Durksen et al., 2017), and the degree to which institutions and 
policies support such practices (Avalos, 2011). Notably, QAAC’s mandatory peer evaluation 
(coaching) program in the state universities in Sri Lanka aims to support practitioners 
providing each other with comments and assistance for their teaching as a job-embedded PD 
activity (see Chapter One, Section 1.7.2). Participant 10 reflected on the implication of this 
for their professional practice: 
 
Peer evaluation is the best method we are employing now to share best practices. This 
gets others to comment in order to develop not to hinder anybody. This is very much 
important and it will definitely encourage reflective practices in teaching (Participant 
10, lines 188-190).  
 
Whether this method of PD is systematically practiced in the university system is a 
question (World Bank, 2009). If both practitioners and institutions understand their 
responsibilities and endeavour to make a concerted effort to normalize this practice as 
required, standards can be maintained and the expected outcomes can be achieved. 
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The second interpersonal perception concerned the potential of PD initiatives in 
sustaining collaboration with facilitators within and beyond PD. Participants’ viewpoints 
indicated that they have a through awareness of facilitators’ role/s in reinforcing their 
practices. As such, they tended to foster a connection with them during PD sessions and 
sustain it as an ongoing collaboration beyond PD activities as a strategy to cater for their 
needs. It has been acknowledged that facilitation is the most vital component in PD (Borko, 
2004) as facilitators’ nurture and structure participants’ learning experiences (Meyer, 
Penetito, Hynds, Savage, Hindle, & Sleeter, 2010; Remillard & Geist, 2002), as has been the 
experience of Participant 1:  
 
I can have the chance to interact with the resource person. Maybe that person is a 
professor or maybe he is from a certain government body. So the connection of course 
is built. So, even in the future, when I have ah… an issue I can easily contact that 
person and get it resolved. Because the expectation is that the facilitator is a 
professional and that person is a resource person after all. (Participant 1, lines 374-
379) 
 
Similarly, Participant 6 was likely to consult facilitators when implementing tasks in 
the classroom environment. He stated that “in such cases I consult the experts in the field and 
follow their guidelines” (lines 66). More specifically, participants’ comments illustrated that 
facilitators could take the responsibility not only for delivering the content of PD program 
via collaborative practices, but also for ensuring its sustainability. As such, teachers are 
increasingly building networks with facilitators whom they trust as effective in terms of 
creating a change in their professional practice, regardless of the type of PD in which 
participants encounter them. This finding is in line with previous literature (Jenlink & 
Kinnucan-Welsch, 2001; Linder, 2011; Richmond & Manokore, 2011; Sprott, 2019). In 
particular, undertaking online PD activities was beneficial for participants to build up a 
sustainable professional learning environment upon completion of the activity (see Section, 
5.3.2 for further discussion). Participant 3, for instance, completed “a one month online 
program. I had online seminars and discussions with the participation of experts from other 
countries and now am interacting with them” (lines 76-77).  
Although some teachers developed collaborations with facilitators individually 
beyond sponsored PD activities, such collaborations could not always be easily continued 
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given the nature of facilitators’ work. For Participant 5, it was “with much difficulty I keep 
contacts with them [facilitators]. So, if I can have a systematic way to approach them I can 
make my teaching learning process more effective (lines 385-387). Her comments bring into 
focus two important issues: a) the practical difficulties of sustaining PD connections with 
facilitators as personal contacts; and b) the value of establishing a system for a post-
monitoring (see Chapter Four, Section 4.3.2). Hence, this practice needs to be considered in 
the design of PD for the university sector and be readily available where appropriate and 
possible for all practitioners so as to benefit them equally.   
In general, the primary goals of personal-need oriented perceptions of PD are centred 
on motivation for learning, developing resilience and well-being, stimulating collaborative 
practices, supporting societal obligation, and enjoyment of practitioners. This conceptualises 
one of the key requirements of PD to be teachers’ personal development (Galustyan, 
Berezhnaya, & Beloshitsky, 2017). This does not mean that a personal-need orientation 
disregards PD as offering enrichment of practitioners’ cognition or professional practice 
(Gurney, 2015). Rather, these perceptions reflect very constructive experiences of PD, and 
reinforcing and nurturing such perceptions in ESL practitioners could encourage pursuit of 
independent PD activities, and depending on the accessibility of productive PD opportunities, 
more participation in PD initiatives and experience of the continuing benefits.  
5.2.2 Professional goal-oriented perceptions 
 
On the organisation level, employees’ career goals positioned PD as a means for supporting 
achievement of the objectives of the organisation by effective utilisation of the workforce. In 
this sense, participants’ professional goal-oriented perceptions of PD diverged considerably 
from the personal-need orientation. These perspectives were mostly related to effective 
functioning in the employment context through acquisition of information, seeking of 
strategies for career enhancement, and satisfaction of the needs and requirements enforced 
by the institution for practitioners via PD (Gurney, 2015). In general, they placed PD as a 
way for standardising participants’ professional practice and achieving career-based 
outcomes through optimum use of their potential (see Section 4.5.2 & Figure 10).  
One professional goal-oriented perception situated PD as a means of gaining 
information in order to be well-informed of developments in the field of education. Although 
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participants did not enhance their practice directly by being cognisant of these factors, they 
could develop confidence for communicating with other practitioners, governing institutions, 
and policy-makers regarding changes (Gurney, 2015) that take place in diverse settings in 
education. Participants’ conceptions demonstrated this understanding, for example, in a 
comment of Participant 3, that “always as a teacher I like to know about the new trends and 
developments in the language field (lines 110-111) … there are lots of things I learnt from 
other countries and from their programs which I can share in the staff room” (line 82), or the 
idea that they need to be “updating every day” (Participant 7, line 122) to keep abreast of 
such improvements (Badri, Alnuaimi, Mohaidat, Yang, & Al Rashedi, 2016; Novozhenina 
& López Pinzón, 2018). More specifically, for example, PD benefited participants by raising 
awareness of issues such as plagiarism and the measures that can be taken in detecting and 
preventing it. Although learning outcomes of such PD activities may not immediately be 
applied in ESL classroom contexts, they could contribute to the academic discourse 
concerning plagiarism which has attracted much attention in education at present. The 
interest of Participant 8, who had attended information sessions on prevention of plagiarism, 
was evident in her comment that “actually, we have to tackle plagiarism. So, it [PD session] 
was really encouraging and stimulating” (lines 58-59).  
ESL practitioners in Sri Lankan universities are expected to possess not only good 
understanding of their major discipline, but also multifaceted knowledge which empowers 
them to move beyond their own majors and broadens their scope (Zhang, 2015). PD sessions 
allowed the study participants to study an area of contemporary relevance to higher education 
in information sessions usually held as monthly lecture series by the academic staff or skilled 
persons sponsored by the institution, and interestingly some sessions were directly related to 
the institution’s policy and practice. Participant 1, for instance, revealed, “we had a lecture 
on quality assurance and its developments. It helped us gain a lot of knowledge regarding the 
quality assurance process in the system” (lines 21-23). The universities in Sri Lanka have 
institutionalised quality assurance as a policy which is now considered an integral part of PD 
for, the service of skilled practitioners is vital for the ongoing quality assurance and 
accreditation (see Chapter One, Section 1.7.2). 
The professional goal-oriented perception of teacher PD aligns with the proposition 
that practitioners can improve the efficiency of their service by raising their personal and 
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professional awareness (Chaves & Guapacha, 2016), responding to the multidimensional 
nature of the milieu in which they function, and realising how they can influence the system 
of education (Darling-Hammond, 2006; Du Plessis, 2013 ). This does not necessarily mean 
that practitioners always recognise all information relating to external developments and 
therefore, may not seek the assistance of sponsored PD driven by the institution or any other 
agency. As Gurney (2015) claims, when practitioners are not exposed to productive PD 
opportunities for updating as regards new developments, extra commitment would be 
required in order to keep them informed. In this case, an institutions’ primary responsibility 
is to create focussed PD opportunities for teachers to widen their knowledge and 
understanding so as to be well-informed of and contribute to their professional practice more 
meaningfully.   
Two other perceptions of PD in the professional goal-oriented category had an 
instrumentalistic value. Institutions recurrently motivated teachers to achieve their 
“instrumentalistic” goals (Gurney, 2015, p. 117) through PD, thus satisfying administrative 
and industry requirements. In this sense, these two significantly aligned with the definitions 
of teacher professionalism as indicated in Chapter Two, Section 2.2.4.1. Although these 
conceptions placed the outcomes of PD constructively on occasion, the outcomes were 
considered to be negative.   
One of these perceptions concerned the implications of PD opportunities for 
practitioners’ career advancement. According to Coldwell (2017), researchers have not given 
adequate attention to this perception. As participants reported, PD was a means for them to 
obtain mandatory qualifications, for example, Master’s degree in the relevant field and 
CTHE, to demonstrate that they possess advanced skills and technical knowledge (see 
Chapter 1, Section 1.8.1). This is a trajectory to teachers’ career advancement that later 
enables them to be confirmed in the post, as in Participant 4’s experience, for example: 
“actually my focus was on developing my academic qualifications, my MA and MPhil. Mid 
of them, I completed the staff development training in the university sector” (lines 14-15). 
Although it was argued that this perception was mostly linked with practitioners’ 
employment contexts that moves them from typical classroom settings into broader 
institutional and industry hierarchies (Gurney, 2015), participants reported that they could 
enhance their classroom practices through the knowledge and skills they gained via these 
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mandatory courses: “you know post graduate diplomas, and all those things [MAs and 
CTHE] are important for us to be professionally equipped with the teaching learning process 
and to engage in the teaching learning process very effectively” (Participant 6, lines 9). While 
meeting these requirements satisfies the legal and procedural framework of the institutions 
of higher education, they can also be used to regulate promotion of teachers to senior grades 
and in selection of candidates for post-doctoral and doctoral programs (Merkt, 2017). 
Therefore, as indicated by Participant 4, obtaining promotions within the institutions in the 
university system by satisfying these requirements was another aspect of this perception. He 
was likely to “have a salary increment or go ahead in the ladder of professional career or 
move to another stage or another grade” by completing these courses (lines 44-45). 
What is observed through participants’ perceptions is that they mostly reached these 
hurdle requirements via institutionally facilitated PD opportunities (discussed further in 
Section 5.3.1). This does not necessarily mean that participants were unwilling or not 
motivated to undertake PD courses on their own to gain mandatory qualifications in order to 
achieve their career goals. This could be clearly seen in the reflection of Participant 3, who 
“followed a teacher training program in the University of Maryland-Baltimore County in the 
USA as I know the importance of such courses for my career development” (lines 76-77). 
Although it was argued that an individual’s career success mostly involves advancement in 
the institutional hierarchy - “vertical success” (Zamir, 2017, p. 2) in the modern sense - 
success of a career can also be measured in terms of self-satisfaction achieved by reaching 
important life goals. This understanding can be clearly seen through participants’ interest and 
passion for autonomous enhancement of their career via independent PD activities. However, 
universities need to promote and establish opportunities for independent learning as such 
practices are not properly sustained within the system at present, a point underscored by 
Participant 5: “I am trying to get a training on the Certificate in English Language Teaching 
to Speakers of Other Languages (CELTA) conducted by the British Council. It is very 
expensive. It goes on pounds. So, I have no financial position to enrol in” (lines 292-294). If 
this is the case, institutional intervention with funding support is vital to enabling 
practitioners to progress their career trajectories through PD. The comments of Participant 
10, strongly supported this perspective:  
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They [governing institutions] have to open up avenues and should provide funds for 
those courses and even the universities can do that, then the teachers will be 
motivated. In particular, for PD development in ESL, those kinds of things are 
lacking. (lines 67-70) 
 
Findings confirm that well organised career management by institutions is the key for 
achieving institutional goals, sustaining ongoing operation, matching employees’ 
competence and their tasks, and optimal application of their potential (Peplińska, Lipowski, 
& Nieckarz, 2011). This perception has a strong connection with both teacher 
professionalism and professionalisation (see Chapter Two, Section 2.4.4). With this, ESL 
practitioners could be supported to maintain “competency-based national standards” (Merkt, 
2017, p. 4) and global benchmarks in education (UGC, 2015) for which the universities are 
entirely responsible (see Chapter1, Section 1.8). The role of PD in providing demonstrable 
evidence in terms of practitioners’ experience, involvement, and improvement in work is 
specifically significant to ESL teachers in the university sector as they did not have 
opportunities to attend any specific training or teacher education program prior to their 
recruitment (see Chapter One, Section 1.8.1).  
This perception has implications for PD facilitators and institutions, and the need to 
be observant of practitioners’ motivations in order to address their career needs through more 
focused PD opportunities. Workplaces need to recognise the requirements of teachers and 
ensure meaningful and continued professional career growth, informed by an understanding 
of the ways in which institutions can create meaningful learning opportunities and situations 
for their growth (Dawson, 2014).  
The third perception in this category, compliance also has an instrumentalist value. 
This conception positioned PD as a means for satisfying the requirements, obligations, and 
responsibilities enforced by the institution. As Gurney (2015) argues, needs for participation 
in PD were determined at the top of institutional hierarchies and were finally imposed on 
them by administration. This perception has both positive and negative outcomes for PD. 
Critically, when institutional procedure was an integral part of PD, the organisational 
interests and requirements were usually prioritised against practitioner needs (Çelik, 
Bayraktar-Çepni, & İlyas, 2013; Gurney, 2015). For instance, as reported by Participant 1, 
activities which were considered productive for teacher PD by the institution did not always 
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align with teacher learning as defined by the participants. This contradiction adversely 
affected practitioners’ perspectives on institutional facilitated PD activities. Participant 1, for 
example, who observed that “there are instances where you feel that this is not the correct 
place for you to be but you are just there because the management asked you to do so” (lines 
72-74).  
However, this does not necessarily mean that participants always held negative views 
of sponsored PD activities that trained them for complying with or meeting institutional 
requirements. Participants perceived that being practitioners, they were also bound by the 
responsibility for satisfying the needs of the institution through the knowledge they gained 
via PD activities. In this respect, PD is vital for practitioners when successfully contributing 
to curriculum development and implementation (Goh, 2013; Handler, 2010; Niemi, 2015; 
Oreck, 2004; Shawer, 2010; Tam, 2014; Wichadee, 2012) that mostly involves teachers’ 
procedural knowledge (Nunan, 1999). This was clearly understood from the comments of 
Participant 2, who opined “we are not simply teachers from my point of view. We need to 
contribute towards the curriculum and syllabus design and also the revision” (lines 563-564), 
and from Participant 10, that “as teachers we are required to prepare learner guides referring 
to the particular syllabus including the aim of the course unit, the content and the learning 
outcomes” (lines 175-176). Practitioners’ responsibility, in this case, is to reflect on 
institutional and societal requirements in all stages of the curriculum design process 
(Alsubaie, 2016) utilising the knowledge gained through PD activities. Notably, the CTHE 
for university teachers has attempted to meet this requirement through the module: 
Curriculum Design and Revision (see Chapter One, Section 1.8.1)  
Generally, the perception is that PD focussed on compliance benefits institutions 
rather than practitioners. This was clearly indicated by participants previously in response to 
their engagement with institutionally sponsored PD activities (see Chapter Four, Section 
4.3.1). Although participants realised the importance of their contribution to organisational 
responsibilities, their perceptions indicated a very low motivation for compliance PD 
activities (Gurney, 2015). Hence, compliance PD activities need to be more focussed and 
practitioner-centred so as to provide optimum benefits for participants, attracting them to 
sponsored PD initiatives that achieve institutional needs.  
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Overall, the outcomes of the professional goal-oriented perceptions developed 
participants’ potential to traverse in their employment context and enhanced their career 
success, mobility, and competitiveness. This may lead to change in practitioners’ job profile 
and involve better status and responsibilities (Coldwell, 2017). However, for , observations 
in relation to experiences with institutionally facilitated PD demonstrated that the primary 
goal of such initiatives was to employ teachers as a tool kit to reach the requirements of 
administration, rather than providing PD more focussed on participants’ needs in their 
profession. These perceptions also confirm PD hegemonies functioning in tertiary level 
educational institutions (Gurney, 2015) that often prioritise the authoritarian and 
administrative agendas of those institutions, but ignore the need to nurture the  effectiveness 
of teachers in constructing their professional practice (Gajadeera, 2006; Sugrue, 2004) (see 
Chapter Two, Section  2.5.3). This situation may cause teachers to disengage from PD for 
organisational requirements and develop negative viewpoints for such initiatives, and 
notably, these understandings not only influence ESL practitioners but may impact on all 
teachers employed in the higher education sector (Gurney, 2015). If this is the case, 
institutions need to collaborate with teachers to identify the perceptions of PD that they see 
as more beneficial, and use these perceptions to develop and offer productive PD 
opportunities in order to provide better outcomes for their staff. 
5.2.3 Knowledge-oriented perceptions 
 
The perceptions in the knowledge-oriented category of PD mostly aligned with the 
acquisition, growth, and enhancement of skills and expertise for improved teaching practice 
(see Chapter Two, Sections 2.2.4 & 2.5.1) and for disseminating knowledge. This may 
ultimately lead students to engage in better learning opportunities and practitioners to have a 
stronger knowledge base in ESL (see Chapter Four, Section 4.5.3). These perceptions are 
clearly connected to the leading definitions of PD (Alba & Sandberg, 2006; Avalos, 2011; 
Evans, 2008; Zhang, 2015) (see Chapter Two, Section 2.2.1), which focus on the importance 
of knowledge orientated to teachers’ professional practice. As these perceptions worked very 
positively for participants, they pursued PD activities in order to achieve the intended 
outcomes (see Figure 11).  
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Upskilling knowledge and expertise was conceptualised as a significant outcome of 
PD from a knowledge-oriented perspective. As reported by participants, effective PD 
facilitates the construction of knowledge that leads to introduction of tangible changes in 
classroom practice or changes in behaviour. Participant 1, for instance, acknowledged that 
“when delivering a lecture or a speech a teacher should incorporate the new knowledge and 
create new ideas. However, in order to do that, teachers need the support of PD” (lines 243-
245). As participant 7 commented, constructing new knowledge was challenging for ESL 
practitioners given the lack of focussed PD opportunities, although “once I get the new 
knowledge, I always bring that knowledge to my classroom and apply them” (244- 245). For 
Participant 10, knowledge construction was the result of an ongoing recursive practice which 
could be promoted through PD: 
 
It is a process. It supports ESL teachers to gain knowledge, experience and skills. It 
is a continuous process to enhance knowledge, gain knowledge, enhance knowledge 
and then gain experience, as well as you know to generate knowledge and skills 
(Participant 10, lines 6-8) 
 
The generation of new knowledge and expertise as a process of integrating prior 
knowledge and understanding is well established in the literature (Black & Ammon, 1992; 
Cannella & Reiff, 1994; Jovanova-Mitkovska, 2010; Richardson, 1997; Shirazi et al., 2013),  
but learning as a transformational process is also determined by practitioners’ potential and 
creativeness (Mate, Brizio, & Tirassa, 2011). Specified or accurate parameters are yet to be 
fixed to identify change that might be involved (Gurney, 2015), but the participants perceived 
that changes in practice follow undertaking PD activities, and Cochrane-Smith and Lytle 
(1999) argue that teachers’ transformation of practice can be seen through their new concepts 
of teaching, learning, and evaluations which are mostly produced outside the classroom as 
knowledge-for-practice. 
This knowledge-oriented perception has implications for policy-makers and 
designers who develop and deliver PD activities. As the relation of facilitators and learners 
is uneven and structurally non-reciprocal (Wubbels, Brekelmans, den Brok, & van Tartwijk, 
2006), it is the responsibility of facilitators to manage learning situations so as to expose the 
way for learners to create knowledge and achieve the expected results by changing their 
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methods of thinking and acting (Hiebert et al., 2002; Mate et al., 2011). Unless practitioners 
are recognised as the main stakeholders in PD sessions and provided sufficient opportunities 
for transformation of their knowledge and practice, they may develop confusion and 
frustration, conceptualise unfavourable viewpoints regarding the outcomes of PD, and 
subsequently demonstrate lack of enthusiasm to attend such activities without external 
pressure.  
One knowledge-oriented perception of PD is as a stimulus for inspiring teachers’ 
dissemination of knowledge through research. A broad development in education that is 
increasingly discussed is the importance and benefits of ongoing research as part of teachers’ 
professional practice. Participants’ comments demonstrated their consideration of the need 
for developing research and critical thinking skills in line with these developments, as 
“teaching is always learning and opportunities to experiment. It means that teacher should be 
a re-searcher. Particularly in ESL, we can do research in order to generate and disseminate 
knowledge” (Participant 10, lines 25-27).  
Participants who were in the early stages of their career demonstrated both positive 
and negative perceptions in relation to research-oriented PD activities. As reported by 
Participant 1, PD has potential to instil interest in acquiring knowledge and skills needed for 
practitioners’ ongoing investigations:  
 
It [Research Methodology] is a sort of workshop but that was successful. Still, I have 
the interest to know the new methods of doing research, how to analyse data, and the 
new technology that we can use to facilitate those things and I still have contact with 
the resource person. So, I believe after taking part in that activity, it had made me a 
lifelong learner of the subject. (Participant 1, lines 263- 267) 
 
Some participants’ comments indicated, however, that research-oriented PD sessions 
mostly focused on Science programs of study rather than Arts and Humanities. According to 
them, this could be seen through the examples, materials, and formats used for the activities 
in PD sessions. In particular, “when they [facilitators] discuss the research questions, 
especially the analysing part the things are not relevant to the ESL teachers” (Participant 9, 
lines 184-185). This situation could hinder the engagement of participants who then may not 
obtain optimal outcomes from these PD activities.  
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The impact of action research for teachers’ professional practice was positively 
reported by the participants (see Chapter Two, Section 2.4.1 & Chapter Four, Section 4.4). 
As demonstrated by them, this practice needs to be embedded in the university system as a 
powerful means of PD that teachers apply in order to engage their learners in classroom 
learning more effectively. Participant 10, for instance, stated:   
 
It [research] is an ongoing process actually, while we are teaching we can engage in, 
for example, we see the common errors that students tend to make, and then, we can 
undertake a study to identify how to overcome those errors and motivate students not 
to repeat those errors. (lines 182-185)  
 
More specifically, action research can develop practitioner research-based knowledge 
and research-related activities, for instance, critical reflection and collaborative inquiry of 
teachers’ own practices, in a way by which teachers may positively change their practice 
(Holter & Frabutt, 2012). For this reason, action research needs to be instigated as a vital part 
of classroom teaching-driven PD (Groundwater-Smith & Dadds, 2004; Hagger & McIntyre, 
2000; Puustinen, Säntti, Koski, & Tammi, 2018).  
Knowledge dissemination is, as Lafrenière, Menuz, Hurlimann, and Godard (2013) 
define it, a vigorous task that communicates the findings of investigations to an identified 
audience through determined channels for generating a positive effect in terms of acquisition 
of knowledge, skills, and attitudes. However, as indicated earlier, to which extent the existing 
PD programs facilitate knowledge construction and distribution by participants is 
questionable. In general, many teachers are unskilled in distributing their research findings 
in productive ways (see Schoenfield, 2009). Therefore, teachers should be provided through 
PD opportunities with the necessary knowledge, skills (Hine, 2013), and new technologies 
to engage them in productive studies (Alibakhshi & Dehvari, 2015; Galustyan et al., 2017) 
which may develop their interest for research and for circulating their findings more 
effectively in the current knowledge-based economy. Notably, to inspire their interest in this 
practice, the CTHE for university teachers has included the module, Research in Higher 
Education (see Chapter One, Section 1.8.1), and also the UGC formed Research Grant 
Committees at each university to disperse grants for university teachers, depending on merit. 
In order to obtain optimal outcome from this knowledge-oriented perception of PD, it may 
118 
 
also be required to re-examine certain practices, such as evaluation of teacher contribution to 
Research and Development (R&D), in the prevailing value system in the universities for 
increments and promotions.  
The knowledge-oriented perception also conceptualised PD as a means for improving 
teaching skills to enable effective transmission of knowledge. A growing number of 
researchers have demonstrated that ongoing PD that enriches teachers’ knowledge, skills, 
and attitudes (Bandara, 2018; Piedrahita, 2007) improves intellectual, emotional and social 
development in their students (Avalos, 2011; Farooq, 2016; Guskey, 2002; Meissel, Parr, & 
Timperley, 2016; Sedova, Sedlacek, & Svaricek, 2016). The broader recognition of this 
conception was strongly acknowledged by all participants. Participant 4, for instance, 
reflected,  
 
Uh…well it [PD] affects to a great extent. So, when I have completed a PD activity I 
apply certain concepts for my classroom teaching then, I feel that the students engage 
in a better way. I feel that I teach in a better way. So, therefore PD definitely helps us 
perform better in the classroom. So, it helps directly enhance the teaching learning 
process. (lines189-192) 
 
Participants also reported that PD was largely beneficial for acquiring knowledge of 
skills in response to their practice-based needs. Teachers recognised such needs through 
critical reflections on their classroom practices (Goh, 2013) in comparison with what they 
viewed as effective practice, and this empowered them to seek out appropriate skills for 
enrichment and transmission of knowledge, as in the case of  Participant 7:  
 
For me, actually, when I see my students and their learning difficulties and their 
problems, so then that motivates me to learn something new. Because, I always think 
about my learners, and then through their problems and difficulties, I always try to 
find solutions for them. (lines 148-151) 
 
As Participant 5 stated, those practice-based needs could be effectively addressed 
through job-embedded PD activities, because “even though we know the theory we need to 
get into the authentic. That means into real class room situations where we need these 
practical skills” (lines 321- 322). This indicates that practical classroom-based PD is linked 
to the needs of both teachers and learners (Sixel, 2013), and provides substantial 
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opportunities for practicing, reflecting and reinforcing teachers’ learning (Reeves, 2010). 
This perspective also exhibits a high degree of practitioner agency that emerged in seeking 
diverse PD opportunities in order to enhance their self-efficacy (Gurney, 2015) may 
ultimately improve their classroom effectiveness and learners’ engagement (Summers, 
Davis, & Hoy, 2017). Conversely, to what extent practitioners’ could effectively pursue PD 
responsive to their needs is mostly determined by their potential to accurately reflect on the 
effects of their decisions, and by their ability to distinguish and understand the impacts of 
other external determinants of the effectiveness of classroom teaching and learning (Gurney, 
2015). Although teachers can respond adequately to such issues, their capacity for 
intervention to provide practitioner-based solutions for those issues is constrained (see 
Chapter Two, Section 2.6.4 & Section 5.4 for further discussion) without the environment 
that supports such awareness (Edge et al., 2015). If practitioners have a facility to consult 
about their needs, rather than seeking to solve them individually, and also strategies to 
overcome external factors (see Chapter Four, Section 4.4 & Figure 8) which may adversely 
impact on their classroom teaching, optimal outcomes could be obtained through their 
potential by effectively using the knowledge gained from PD.  
In general, ESL teachers’ continuous upgrading through PD demonstrates their desire 
to generate skilled and appropriate decisions in terms of their classroom practice and 
delivery, and also their commitment to introduce best practices. This understanding of 
teachers illustrates that they were prepared to play a vital role in classroom teaching and to 
take the broader responsibility in providing knowledge through constant direction and 
support of student learning (see Chapter Two, Section 2.2.4.2). This aspect of knowledge-
oriented perception of PD is exceptionally beneficial to ESL practitioners, as it stimulates 
them to attend activities in order to negotiate ongoing issues and challenges through 
upgrading their knowledge and competence. 
The final perception of knowledge-oriented category concerned PD as a means for 
keeping discipline knowledge current through exposure to new information, views, and 
practices in the ESL industry, as, “today, there is a drastic change in every field as we know, 
even in ESL and in every subject, there is a development. So, in the changing world actually 
PD is very crucial” (Participant 10, lines 162-163). Most participants reported this 
perspective and their awareness indicates that they were likely to use new developments and 
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innovations in their field for addressing classrooms challenges. Given the implication of this 
conception for teachers’ practice, they were prepared to be updated through any type of PD 
that they felt could achieve this outcome. Participant 5, for instance, stated, “we have to 
engage individually or in sponsored programs. We need to get sharpened progressively to be 
effective teachers” (lines 274-275). Participants also confidently commented on the provision 
by regulatory bodies, foreign agencies, and other professionals of PD opportunities for 
keeping their discipline knowledge current. Participant 3, for example, referred to a PD 
provider who “has the exposure everywhere in the world. We know that the use of English 
always changes especially in the native countries, and those changes come to our countries 
little later” (lines 61-62). Similarly, Participant 7 perceived that practitioners can understand 
learners more effectively through PD activities facilitated by experts from Western education 
systems: 
 
They [professionals from Western countries] have wide experiences about learners 
around the world. As teachers, we always have to identify our learners. So, we can 
understand what is happening around the world and through that we can identify our 
learners too. (Participant 7, lines 58-61)  
  
This perception of PD did not indicate inadequacy of teachers’ existing knowledge 
and practice, rather, their preparedness for pursuing new inputs so as to broaden their current 
knowledge and to keep informed of recent advancements in the field of ESL (Al Asmari, 
2016; Álvarez & Sánchez, 2005; Farooq, 2016). The extent to which these understandings 
could be adapted for their classroom effectiveness is broadly determined by local socio-
political and educational conditions in the country and practitioners’ “priorities, goals, 
opportunities and working contexts” (Gurney et al., 2018, p. 514). The outcome of 
knowledge-oriented PD from this perspective is beneficial to practitioners as it supports them 
to negotiate new input and reflect upon its value for the productivity of their classroom 
practices (Gurney, 2015). 
Overall, the primary aim of PD from knowledge-oriented perceptions was to enhance 
students’ learning outcomes through improvements in teachers’ classroom practices. One 
perception in the category considerably diverged from this aim as it mostly focussed on 
practitioners’ engagement in research for the purpose of disseminating knowledge, whereas 
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action research undertaken as a collaborative practice to solve classroom issues is largely 
beneficial to enhancing learner performance. Improvements in the requirements of the 
teaching role is specifically significant to university ESL teachers, as they often lack adequate 
pedagogical content knowledge as well as preparation (see Chapter One, Section 1.8.1). 
Notably, in such contexts, failure to achieve the expected outcomes of teaching may cause 
teachers to revise or lower their goals rather than attempting to learn novel strategies and 
methods to meet those expectations (Timperley & Phillips, 2003). PD allows teachers to fill 
this void and build connections between theory and practice (Piedrahita, 2007).  
PD from knowledge-oriented perceptions also demonstrates teachers’ self-inclination 
and receptiveness for efficacy in their classroom teaching which in turn affirms teacher 
agency, autonomy, and accountability (Gurney, 2015). Therefore, providing focussed PD 
opportunities for practitioners through institutionally arranged sponsored activities or 
promoting them to undertake independent PD may facilitate their achievement of such 
professional goals. To support teachers’ capabilities to accurately identify practice-based 
issues and perceived causes for such issues, PD programs concerning knowledge-oriented 
perceptions should include appropriate strategies for developing knowledge, skills, and 
concepts for understanding those concerns. Otherwise, provision of a facility for consultation 
when encountering practice-based needs is also of high value. Although knowledge-oriented 
perceptions of PD can be acknowledged as a constructive model, practitioners did not always 
have the authority or control over the acquisition and generating of knowledge when 
institutions operated sponsored PD as a mandatory practice. In such situations, teachers 
become disempowered and have no opportunity to sustain their autonomy and work on their 
individual goals (Oolbekkink-Marchand, Hadar, Smith, Helleve, & Ulvik, 2017). Teachers 
are key stakeholders of PD, and failure to institutionalise priority in PD for development of 
teacher agency and identity in the employment context may adversely influence 
practitioners’ acquisition of knowledge necessary for achieving ongoing classroom 
effectiveness.  
5.2.4 Outcomes-oriented perceptions 
 
From the outcomes-oriented perspective, participants considered enhancement of teacher 
quality as the major motive for engaging in PD activities. In this case, participants perceived 
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that they need to demonstrate certain values and obtain certain credentials in order to be 
regarded as excellent practitioners. These perceptions are not limited to ESL teachers in the 
higher education sector, but common to all practitioners who are likely to instil quality 
education in their classrooms for improved learner performance (see Chapter Four, Section 
4.5.4 & Figure 12).  
Refinement of practitioners’ character and behaviour was conceptualised as a 
significant outcome of PD in the outcomes-oriented perception of PD as a means for 
improving teacher quality. For instance, by undertaking PD activities, practitioners could re-
orient their practice to cater for learner needs and individual differences, an approach 
recommended to all education practitioners for ensuring quality of teaching and learning. 
Participant 3, for instance, made this point about teacher quality:  
 
If a teacher can properly understand the needs of students, their background and their 
learning capacities then, the teacher can provide proper teaching. Not only 
psychology, even the teacher can find out the socio-economic level of the students 
and understand them. In addition, a language teacher’s duty is to recognise their 
language needs and what they need to do in the future. These kinds of things also 
have a connection with teacher quality. (lines 166-171)  
 
This example illustrates a perceived connection between teacher quality, broader 
social relations, and classroom practices to and heighten student career growth (Gore et al., 
2017). Specifically, being open with learners, being sympathetic to their individual 
circumstances , and understanding students’ individual differences can develop rapport with 
them, and is an important part of teachers’ professional capital for investing in classroom 
practices in pursuit of a more effective learning environment (Gunawardhane, 2018; 
Hargreaves & Fullan, 2013; Lasky, 2005) (see Chapter Two, Section 2.5.1).  
Participants also perceived that PD could enrich their quality of delivery through 
improved expertise and competence. As reported by Participant 4, “how far he [a teacher] is 
able to uh…do this [delivery] effectively is a kind of teacher quality. And this quality is 
identified by students” (lines 173-174) in comparison with the delivery of another teacher 
whom they believed exceptional and outstanding. Participants recognised the potential of PD 
activities to empower teachers to refine their professional practice, thereby enriching their 
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self-image as expert high quality practitioners worthy of retention of in the system (Bicaj & 
Treska, 2014; Mahmoudi & Özkan, 2015). 
From the outcomes-oriented perspectives, PD was also positioned as a means for 
maintaining currency of knowledge in the form of qualifications, content, and overall 
knowledge and experience. For participants, these constituents were essential for enhancing 
teacher quality, and thus, supportive of effective functioning in their work place context. In 
the words of Participant 7, “if a teacher can gain more qualifications and overall knowledge 
that is the quality teaching” (lines 131-132). In other words, “when there are quality 
professionals or quality teachers there is a high possibility for students to get benefited” 
(Participant 1, lines 275-276). This view is strongly supported by a number of previous 
studies (Bellibas et al., 2016; Diaz-Maggioli, 2004; Girvan et al., 2016; Marchand & Weber, 
2015; Mushayikwa & Lubben, 2009; Rowe, 2003; Tan et al., 2015). For Participant 10, it is 
essential to recruit “professionally qualified” practitioners (line 319) who could ensure 
quality in the industry. These conceptions indicate that career enhancement and upskilling of 
knowledge, perceptions of professional goal and knowledge-oriented perceptions, were also 
largely beneficial to achieve these results (see Section 5.2.2 & 5.2.3). In general, participants’ 
perceive these constituents as necessary to function as an outstanding practitioner in the field 
of education.  
The final outcomes-oriented perception concerned the importance of PD activities for 
teachers to maintain professional standards, which are also a means for demonstrating teacher 
quality. As participants commented, the extent to which students are motivated to attend 
classes was highly dependent on teachers’ professional standards and norms. As Participant 
6 conceptualised, learners’ prior experiences could function to set parameters to assess their 
teachers’ standards:  
 
Teachers need to be exemplary for students, standards for the students to reach. If the 
teachers are very poor in standards, I mean the teachers cannot guide the students to 
a certain level. How can we advise students to reach to a certain level if teachers are 
not at that level? (Participant 6, lines 180-183)  
 
For Participant 4, professional standards were the key to sustaining identity. He 
emphasised, “in fact, it is very difficult to survive in an academic environment and even the 
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students may not accept us. Then our professional career may go down” (lines180 -181). This 
demonstrates the idea that the context or activity in which a teacher is placed is crucial in 
determining his or her identity (Pennington & Richards, 2016). In general, from this 
perspective, participants perceived that PD could empower them to sustain professional 
standards and identity among learners, other practitioners, and in the entire field of education.  
As Ivanova and Skara-MincĿne (2016) argue, teachers with strong and positive 
professional identity are usually inclined to autonomous learning in which they could acquire 
knowledge and skills necessary for teaching as an ongoing practice. The importance of 
lifelong learning and PD opportunities for institutionalising teacher standards and 
identification is well documented in the literature. The drive for quality enhancement through 
formal teacher standards frameworks, on the other hand, invariably promote teachers’ PD 
(Fransson, Gallant, & Shanks, 2018). Interestingly, as indicated in Section 2.6.1, professional 
standards for ESL practitioners in Sri Lankan universities implemented under the Manual for 
Review of Undergraduate Study Programs, 2015, are expected to be achieved through PD 
initiatives.  
Although lifelong learning was conceptualised as one outcome of PD from personal 
need-oriented perceptions (see Section 5.2.1), outcomes-oriented perceptions moved beyond 
that and established an intersection between PD, lifelong learning, and teacher quality. This 
connection suggests that a key to enhanced teacher quality is in-service PD that instils 
lifelong learning: 
 
When we learn throughout the life we gather experience. We know what to remove 
and what to keep what to improve, and we understand all those things very well. So, 
I personally feel that lifelong learning plays a big role in maintaining teacher quality. 
(Participant 6, lines 195-197)  
 
Practitioners’ perception that the experiences acquired through frequent PD activities 
is a basis for constructing quality in their practice is in line with the SLQF that has 
acknowledged improving teachers’ quality and lifelong learning as the key for quality 
assurance of higher education (SLQF, 2015) (see Chapter One, Section 1.7.2). 
Overall, what participants identified as teacher quality under this perception aligned 
considerably with the dominant definitions in the literature (see Chapter Two, Section 2.2.1). 
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In general, outcomes of each perception in the other three primary categories were largely 
supportive in enhancing teacher quality. However, the actual degree to which PD impacts on 
the enhancement of teacher quality cannot be accurately identified as many other external 
and work-related constituents may also come into effect in parallel (see Hanushek & Rivkin, 
2007; Johnson, 2006; Wright, 2012). Participants’ also indicated awareness of the importance 
of teacher quality in standards of professionalism and professionalisation, matters which are 
usually determined by external agencies (see Chapter Two, Section 2.2.4.1). Outcomes-
oriented perceptions of PD initiatives can encourage practitioners to pursue opportunities for 
participation in PD, and they must also be provided with focussed PD opportunities in support 
of such conceptions to instil quality teaching in higher education.  
In a nutshell, personal-need oriented perceptions of PD were mostly connected with 
practitioners’ individual needs and requirements, in contrast to the main concern of 
professional goal-oriented perceptions of PD, which was to enhance the efficacy of work 
place and administrative procedures across practitioners’ employment and career trajectories. 
PD in knowledge-oriented perceptions, on the other hand, contributed to develop teachers’ 
work-related practices and transmission of knowledge that involved both personal outcomes 
and institutional needs. The outcomes-oriented conceptions demonstrated practitioners’ 
awareness of improving quality in their practice mainly for sustaining their identity and 
professionalism. 
5.2.5 Diversity in perceptions  
 
Insights drawn from the perceptions of PD for answering the first research question 
demonstrated that those are multi-dimensional in nature. This was apparent through 
participants’ responses, as each participant reported more than one conception of PD (see 
Chapter Three, Figure 3 & Chapter Four, Section 4.2) which, in most cases, contributed to 
more than one primary category. There is evidence that learners who possess high potential 
and calibre could nurture multiple perceptions of learning (Gurney, 2015), which, according 
to Purdie and Hattie (2002), is a constructive approach for fostering creative thinking. 
Therefore, as they argue, learners’ must be encouraged to conceive of learning as a 
“multifaceted construct” (p. 28), which means there are numerous methods to achieve their 
diverse conceptions. Participants’ awareness that PD encompasses multi-dimensional 
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perceptions, and that there are a range of activities that can be carried out to improve them 
intellectually, professionally, and socially, indicated their holistic understanding of the 
phenomenon (see Gurney, 2015). Although the correlation between teachers’ conceptions 
and their interaction with PD activities indicates that teacher cognition - teachers’ 
“unobservable cognitive dimension” (Borg, 2003, p. 81) or their individual understanding 
that underlies their practice (Borg, 2015) - is vital in determining their views of PD (Gurney, 
2015), the findings of this study did not adequately support this argument (see Section 5.4).  
Findings for the first research question suggest greater implications for institutions, 
and PD policy-makers, as there may be a divergence of understandings between those who 
undertake PD and those who are responsible for designing and implementing policies and 
practices in terms of PD. What participants suggested through their perceptions, of PD as a 
means for sustaining the quality of their professional practice both as educators and as 
individuals by satisfying their broader accountabilities to the work place and to the 
community, deviates significantly from the established perspectives and understandings of 
PD in the literature (see Chapter Two, Section 2.2.1). This is mainly because participants’ 
views were relatively more subtle, and covered a wide range of applications of PD (Gurney, 
2015). Although, participants largely viewed PD as a constructive learning paradigm that 
may enable them to achieve many perceived outcomes, negative perspectives were also 
exposed by them. However, the impact of such perspectives was comparatively very low.   
In general, the participants’ multiple perceptions of PD advocate the importance of 
collaborative and reflective practices, communities of learning, and engaging in research in 
all phases of their career for revitalisation and refreshment. These practices mostly focused 
on actual ESL classroom issues: directing students’ learning trajectories, developing 
applicable teaching practices, and generating a milieu where teachers may acquire new 
learning strategies and obtain feedback as regards the quality and standards of their practices. 
This phenomenon empowered participants to reinforce their skills and knowledge required 
in their profession from their own perceptions and undertake experiments with new 
techniques and skills in spite of the risk/s it involved. This process may ultimately develop 
teachers’ self-efficacy and resilience (see Chapter Five, Section 5.4). More significantly, 
participants' awareness that undertaking ESL related studies was a potential platform on 
which they could nurture their research skills for generation and dissemination of knowledge 
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indicate their interest for contributing and achieving wide educational goals. In addition, as 
participants conceptualised, PD could facilitate certain changes that may be realised through 
the enhancement of practitioners’ wellbeing, satisfaction, and quality, for instance, 
optimising students’ engagement, improving their learning outcomes, and refinement of 
teachers’ professional image and identity. Although PD activities focussing on practitioners’ 
career enhancement encompassed instrumental value (Gurney, 2015) that may develop their 
competitiveness and validity in the employment market, those outcomes were not directly 
connected to students’ performance. The underlying notion of different perceptions also 
demonstrated practitioners’ preparedness either to re-orient or achieve their professional 
goals through diverse PD opportunities, integrating specialised skills such as the use of 
technology and more sophisticated tools such as networking and collegiality into all practices 
rather than being constrained by the prevailing traditional PD formats.  
In summary, the results for the first research question call for more focussed PD 
opportunities for ESL teachers in the university system, ones that incorporate practitioners’ 
perspectives and experiences in conjunction with those of institutions, and without treating 
PD as a fragmented and compartmentalised practice for attaining external goals of governing 
agencies. The subsequent sections of this chapter will discuss participants’ concerns for their 
attendance at PD, their engagement in two types of PD activities and learning outcomes of 
PD in order to answer the second research question (see Chapter Four, Section 4.3 for 
explanation). Practitioners’ goals for undertaking PD are connected to the perceptions 
explained in the previous sections. The two types of PD, sponsored and independent, as stated 
in Chapter Two (see Section 2.2.4.3), form the theoretical framework for exposing 
participants’ approaches to PD, and mostly determined their engagement and learning 
outcomes.  
5.3 Question two  
 
How do their perceptions/understandings facilitate or hinder their engagement in PD 
initiatives?  
 
The first part of the second research question investigated teachers’ major 
motivations for participating in PD activities. Diverse needs for undertaking PD activities 
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were identified by participants and their views were presented in Chapter Four. What was 
demonstrated by participants exhibited a significant connection between four primary 
categories of perceptions and the managerialist and democratic regulation that determined 
participants’ goals for attendance (see Section 4.4 & Figure 5). It is important to note that the 
alliance between participants’ goals for undertaking PD activities and previously disclosed 
perceptions was firmly established. This phenomenon can be seen through the activities 
connecting to both types of PD. Participant 1, for instance, recounting her experience in 
relation to a sponsored PD session, commented, “the SDC program, at various points 
highlighted the importance of becoming lifelong learners. It helped us understanding the 
benefits of continuous learning, so we are likely to pursue it” (lines 250-251). Participant 8 
also uncovered this alignment in connection with the independent PD activities that she 
usually engaged in. She emphasised, “I do read books related to my field and I go through 
research journals and magazines as my aim is to have up-to-date information relevant to my 
field” (lines 81-82). As well, the researcher in the process of TA was able to reinforce the 
association between participants’ primary categories of perceptions and the types of PD that 
can be used to achieve the perceived learning outcomes.  
The second component of the research question two, the relationship between 
perceptions and the types of PD, is further discussed in the subsequent sections. This provides 
a broader explanation for participants’ perspectives in terms of both types of PD, their impact 
on participants’ perceived engagement, and later on their learning from PD activities. As 
shown in Chapter Four (see Sections 4.3.1 & 4.3.2.), findings indicate the implications of 
both types of PD in providing opportunities for participants to attain their diverse goals. 
Significantly, this finding both aligns with previous studies (Gurney, 2015; Gurney & 
Liyanage, 2015; Gurney et al., 2018) and diverges from previous studies (Borg, 2014; 
Richards & Farrell, 2005) (see Chapter Two, Section 2.2.4.3, discussed further in Sections 
5.3.1 & 5.3.2). In particular, this has implications for PD providers, institutions, and policy-
makers regarding, first, how PD activities need to be designed and carried out in order to 
provide optimal outcomes for practitioners, and, second, how to encourage independent 
activities as a sustainable self-motivated approach for achieving wide-ranging goals of 
participants. 
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However, participants’ perceived reaction to and engagement in PD activities during 
sessions were broadly influenced by the type of PD, by contextual and other perceived 
contextual factors in place, or their perceptions (see Figure 6). Teachers’ perceptions 
functioned as decisive parameters in determining whether they would undertake a specific 
PD session or avoid attending (Gurney, 2015), as such, the implications of this finding will 
be further discussed in Section 5.3.4.  
5.3.1 Sponsored PD and managerialism   
 
It was well acknowledged in the literature that institutionally sponsored PD activities based 
on managerial motives mostly facilitate achievement of administrative requirements, sustain 
competitiveness, market driven agendas, (Gurney & Liyanage, 2015, 2016; Sachs, 2001) and 
political ends (Sachs, 2001). These perspectives align considerably with participants’ 
understandings of managerialist approaches to PD presented Chapter Four under professional 
goal-oriented perceptions (see Section 4.5.2 & Figure 10). However, these views were largely 
reported when a) participants’ attendance to PD was considered mandatory, and b), the 
content of the session diverged significantly from participants’ professional practice. As 
indicated previously, managerialist approaches to PD are highly responsive to institutional 
protocol and participants considered this type of PD as an employer requirement, obligation, 
and a responsibility and also an initiative for career enhancement through the acquisition of 
specific skills. In this sense, the content of sponsored PD program was largely determined 
either by institutions or by institutionally sponsored professional bodies to achieve their goals 
and learning outcomes. Participants mostly attended such PD sessions in order to be 
compliant with institutional force or mandates. Critically, for participants, such activities did 
not provide meaningful opportunities to acquire any skill with pedagogical value but for their 
institution of employment. For instance, as Participant 1 observed: 
 
When PD is mandatory I know by taking part in, I cannot gain much knowledge or 
that much exposure to the subject matter as it’s irrelevant to me. So it can make me 
less motivated. Because I know by going there and by attending to it, I am going to 
waste my whole day. (lines 207-210) 
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Similarly, for Participants 4, institutional or departmental power was pivotal in 
determining his attendance at sponsored PD activities (see Chapter Four, Section 4.5.2). 
Practitioners could perceive the interconnectedness of these governing bodies and were likely 
to acknowledge the invitations either directly or indirectly to escape from any harmful 
consequences that may arise from management. The findings of previous studies align with 
these perspectives (Gurney, 2015; Hökkä & Vähäsantanen, 2013). Critically, the fact that 
“attendance is mandatory but learning is not” (Kennedy, 2016, p. 973) is increasingly 
becoming an issue for PD providers and policy-makers. As discussed in Chapter Four, 
Section 4.5.2, teachers’ involvement in PD was closely administered by the institution by 
observing their attendance or awarding certificates of participation. This indicates 
institutional autonomy to regulate practitioners for compliance with managerialist decisions, 
and demonstrates the prevalent ideology in educational bureaucracies (Sachs, 2001).  
Participants also reported similar experience in terms of the CTHE program which 
should be undertaken by all university teachers for the confirmation in their posts. Although 
the curriculum is intended to provide skills and experiences in all aspects of teaching and 
learning (see Chapter One, Section 1.8.1), the activities in the sessions were not entirely 
“relevant to ESL and the methods of teaching ESL” (Participant 7, lines 35) or to the 
academic disciplines of Humanities and Social Sciences.  Given that, “the teachers were not 
very interested in” (Participant 9, lines 62-63) the PD activities provided by the SDC. 
Critically, the aims for providing mandatory sponsored PD were uncovered by participants 
through their reflections. They reported that from the perspective of managerialism, the 
success of institutionally facilitated PD activities is demonstrated by increasing the number 
of attendees in each session, rather than by enhancing the standards and design of the program 
being offered. Therefore, “to fill the seats they [managers] do make it mandatory” 
(Participant 7, line 119). This phenomenon was further evidenced in another comment of 
Participant 7: 
 
If it is not mandatory on the part of the organisers, they sometimes may fail. Because 
if they send the letter requesting us to participate in such programs if only we wish, 
then we can take a decision. Then sometimes, the program will be a failure on the 
part of the organisers. So, to make the program a success to a certain extent, it should 
be some sort of mandatory. (lines 64-68) 
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Although this indicates that PD sessions driven by a managerialist approach that did 
not effectively address participants’ needs and interests hindered participants’ attendance to 
such activities, this is not always the case. Sponsored PD could also provide varied 
opportunities for developing practitioners’ professional-oriented goals, and therefore, the 
implications of some activities for participants’ practice were strongly noted in their 
observations. As indicated in Section 5.2.2, skills for designing and revising curriculum 
(Participants 2 & 10), and current information relevant for teachers’ practice and to the field 
of education (Participants 8 & 1) could be effectively acquired through institutionally 
facilitated PD activities. In addition, the implications of institutional intervention in fostering 
teachers’ potential for addressing varied classroom issues and challenges was noted in the 
reflections of some practitioners. These perspectives are significantly connected with one of 
the knowledge-oriented perceptions (see Section 5.2.3) that placed PD a as means for 
addressing contextualised practice-based needs. For instance, the comments of Participant 6 
indicated his preparedness to attend sponsored PD if it offered him skills and expertise to 
practise as a skilled teacher: 
 
There are challenges. I’m not very competent in some areas. If workshops are there I 
make it a point to attend such workshops. Because I personally believe that they 
would definitely contribute me or to my teaching positively. (Participant 6, lines 141-
143) 
 
In a later comment, he (Participant 6, lines 320-321) added that “learning to teach” is 
not as easy as we think. It is I mean a tough process. Therefore, the guidance is needed to 
novices and even to experts”. In this regard, “institutions have provided good opportunities” 
(Participant 1, lines 88-89), particularly, for being competent with practical skills that 
teachers may need for their authentic classroom teaching (Participant 5). This validates the 
perception that sponsored PD activities could also support practitioners in numerous ways to 
attain their goals and requirements that may arise during their classroom practice (see Chapter 
Four, Section 4.5.2). In the same way, managerialist approaches to PD could also provide 
participants opportunities for enhancing their research skills (see Section 5.2.3, Participant 
1) and exposing them to new developments and innovations in the ESL industry (see Section 
5.2.3, Participant 5). As indicated in Section 5.2.4, institutionally facilitated PD could also 
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enhance participants’ quality, empowering them to refine their behaviour and maintain 
thorough content and overall knowledge. This demonstrates that sponsored PD opportunities 
have implications for both knowledge-oriented and outcomes-oriented perceptions 
respectively. Besides, managerially mandated PD could construct a platform for participants 
to interact and collaborate with other practitioners (see Section 5.2.1, Participant 2) and also 
to sustain relationships with facilitators beyond the PD activities (Participant 1 & 6). This 
means that although participants did not establish a strong correlation between sponsored PD 
and personal need-orientation in connection with all perceptions, its facility for fostering 
potential relationships and networks amidst practitioners, providers and policy-makers 
should not be undervalued. 
Overall, although it is argued that sponsored PD initiatives are unfocussed, pre-
programed, and largely information-oriented, and thus cannot respond to teachers’ prior 
experience, practise-based needs, (Varghese, Morgan, Johnston, & Johnson, 2005),  and their 
ability for generating knowledge (Pitsoe & Maila, 2012), this is not always the case. 
Managerialist approaches to teacher PD have also demonstrated potential for providing 
considerable learning outcomes for ESL practitioners (Gurney & Liyanage, 2015; Gurney et 
al., 2018). However, as indicated earlier, the degree to which managerial professionalism 
could bring potential benefits and outcomes to participants is heavily dependent on the 
relevance to their practice of the activity and its perceived applications to their contexts. This 
is connected with the participants’ understandings, reported in Chapter Four (see Section 
4.3.1), in which they explicated that the relevance of PD activity was vital in determining 
their level of engagement during each session. In particular examples they cited, meaningful 
engagement in PD activities in authentic, context-based learning would have been crucial for 
practitioners’ growth as lifelong learners (Fischer, 2000). If this is the case, sponsored PD 
needs to focus on nurturing teacher engagement that may encourage participants to undertake 
PD activities without institutional mandates.  
Repeated exposure to activities which distract participants from their prospective 
outcomes could develop negative attitudes in relation to institutionally facilitated PD. This 
situation may ultimately hinder teachers attendance at such activities (Gurney, 2015), 
whereas framing PD opportunities that provides meaningful outcomes for participants can 
foster favourable attitudes towards system-driven sponsored PD activities (Vansteenkiste, 
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Simons, Lens, Sheldon, & Deci, 2004). In an Asian context, however, the extent to which 
practitioner-centred PD models can be formulated to address “teachers’ capacities for 
reflection, autonomy and decision making” (Gurney et al., 2018, p. 512) is likely to be 
influenced by the aspects of the setting in which they are designed. Unsurprisingly, this 
phenomenon can be noticed in the higher educational institutions in Sri Lanka. 
Recommendations for designing and delivering activities that may bring high significance 
for sponsored PD initiatives on attendance will be presented in section 5.3.4.  
5.3.2 Independent PD and democratic professionalism 
 
Independent PD is broadly associated with practitioner-led initiatives regulated by 
democratic professionalism that frequently prioritises teachers’ democratic goals, principles, 
and needs. Given that, a growing number of researchers have advocated the need of 
undertaking self-directed PD activities (see Chapter Two, Section 2.2.4.3) as a substitute for 
unfocussed PD sessions that may provide detrimental experiences for participants. 
Interestingly, this understanding was strongly reflected in the participants’ observations. 
Participant 7, for instance, reported that engaging in autonomous PD activities would have 
been more valuable for individual growth and development rather than exclusively 
depending on institutionally facilitated PD initiatives. She perceived that “we have to do 
some works on our own to develop ourselves” (lines 62-63). Similarly, for Participant 10, 
engaging in self-directed PD activities was a primary obligation of all teachers who valued 
serving wider the community:  
 
We should keep in mind that we have our own role to play in PD. It’s very much 
important. There may be authority to push but while getting their support or advice 
or whatever, we should not forget and keep in mind our own role and responsibility. 
(Participant 10, lines 156-158) 
 
These perspectives strongly aligned with democratic principles of the personal need-
oriented perceptions which conceptualised PD as a way for satisfying teachers’ societal 
obligation and passion and interest for learning. This means that teachers’ sense of moral 
obligation (Djatmiko, 2011), self-motive, and will (Eekelen et al., 2006; Minott, 2010), and 
satisfaction of accomplishment are the aspects of ethical professional practice that regulate 
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their self-directed PD activities. Independent PD is also based on the view that a learner 
controls (Djatmiko, 2011) his or her own initiatives that are undertaken collaboratively with 
other practitioners. Such forms of learning were reflected in the comments of some 
participants. Participant 5, for example, reported, “we have a small community where we 
share with each other which I think is very important for me” (line 88-89). Also, for 
Participant 7, working collaboratively was vital for her to share the knowledge that she 
acquired via online courses with other practitioners. She indicated, “I do take online courses 
during my semester break to enhance my knowledge. And also I do share that knowledge 
with my colleagues and also with the other teachers” (lines 90-91). In this practice, teachers 
who have similar aims, interests and experiences could create a common platform for 
working collectively (Holmes, 2013; Murray, 2010; Sixel, 2013) to maximise their 
engagement and for facilitating and negotiating their individual learning (Cárdenas, 
González, & Álvarez, 2010). This establishes teachers’ “sense of collegiality, community 
and belonging” (Gül Zerey, 2018, p. 51) which have significant connection with  principles 
of democratic professionalism (Gurney & Liyanage, 2016). As West (2017) underscored, 
working in professional communities is important to teachers to develop their social capital 
(see Chapter Two, Section 2.5.1). However, as discussed in Section 5.2.1, focussed 
institutional interventions may be required in order to establish collaborative practices 
appropriately within the practitioners’ employment context.  
Self-direction is also important for generating new knowledge and skills for improved 
classroom practice. What Participant 1discovered in terms of independent learning broadly 
supported her to construct work-related knowledge:  
 
I of course take time to read new theories or new ideas that we have on a particular 
subject to create knowledge. So, in order to do that, I take sometimes a very long 
period to prepare myself. Uh…so when that initiative is there, I think it ensures the 
person and I think we receive a lot by taking part in it. (Participant 1, lines 99-102) 
 
Similarly, Participant 5 reported the manner in which she created an interesting lesson 
for her students that incorporated her prior understandings and experiences with the 
knowledge she gained participating in self-directed PD activities. She revealed, “I got those 
experiences integrated into my teaching learning process. So, when I plan my lessons I don’t 
know it might be with my experience I can get used of those things” (lines 95-96). This 
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awareness validates the notion that teachers, as individuals, have potential for creating 
knowledge relating to their own work-context by reflecting on their practices based on their 
prior knowledge and understandings (Richards & Farrell, 2005; Tigelaar, Dolmans, de 
Grave, Wolfhagen, & van der Vleuten, 2006). More specifically, teachers’ prior knowledge 
can function as an effective strategy for promoting their independent learning, as Participants 
4 reported:  
 
When there are good activities on the internet I can identify them through my own 
experience. So, I modify them and adopt those activities for my lessons. They directly 
have a kind of beneficial uh…impact on the students. So, I feel that what I am doing 
has no impact on the students I may not engage in those activities. (lines 99-102) 
 
These views indicate that when teachers “reflect on their practical knowledge or 
understanding of what works” (Minott, 2010, p. 327) it empowers them to undertake 
classroom practices more productively and improve students’ learning outcomes 
(Mushayikwa & Lubben, 2009). As indicated, all these outcomes connecting with personal 
need-oriented, knowledge oriented and outcomes-oriented perceptions can mostly be 
achieved through self-directed PD activities. However it is important to note that, adhering 
to inquiry, reflective practices, self-assessments, engaging in practice-based needs, and 
collaborative action research are all dependent on the extent to which teachers are prepared 
to pursue such practices (Minott, 2010) and consider them to have potential for their own 
development and growth. These practices, which are driven by democratic principles, 
indicate teachers’ broader accountability to the entire system of education (see Chapter Two, 
Section 2.2.4.2) and how they often complement practitioners’ reciprocal relationships in 
contrast with “reform agendas” of external agencies (Day & Sachs, 2004, p. 7). 
In examining participants’ perspectives, it can also be noted that CMC technologies, 
digital internet-assisted applications and tools, and social media technologies were largely 
used as an intervention strategy in practitioner-centred PD. Participants employed these 
facilities to achieve multiple goals and requirements in their employment context. Participant 
1, for instance, described the wider impact of internet-assisted applications on her personal 
growth and development, and on upgrading knowledge:  
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I have various applications in my phone which help me gain new knowledge. As I 
study linguistics currently, I have the applications which were specifically built to 
improve the knowledge in terms of phonetics and semantics. Even in the internet, 
there are various programs and freely-accessed websites. (Participant 1, lines 166-
169) 
 
Teachers’ intrinsic motivation for self-regulated learning (Gurney, 2015) was also an 
important reason for applying such tools in their professional practice. This awareness was 
evident in participants’ perspectives. Participant 8, for example, discussed the implication of 
social media as a means for interacting and collaborating with other practitioners and for 
improved teaching practice:  
 
I am on Facebook I had like a host or pages related to my field and I think it is a good 
way to be connected with professionals belonging to the same profession. Through 
that, I learnt many innovative methods, ideas and I gained many activities to 
incorporate into the real classroom. (Participant 8, lines 136-139) 
 
This reflection indicates that social networking sites can operate as a beneficial tool 
for accessing materials, resources, and support (Alberth et al., 2018) across time and space 
(Parsons et al., 2019). In general, these perspectives demonstrate that social media tools can 
be effectively utilised (a) as an individual learning platform for learners to manage and 
construct their knowledge, and (b) as a shared learning space where learners can contribute 
to generate knowledge as a collaborative exercise and negotiate their individual practices. 
Especially, digital internet-assisted applications and tools empower teachers to function as 
“free agent learners” (Mushayikwa & Lubben, 2009, p. 376) taking responsibility for their 
own PD. In particular, when practitioners work in deprived environments with fewer 
opportunities for sponsored PD, they could use these tools for their professional growth and 
to reflect on their practices in terms of quality (see Chapter Two, Section 2.4.2). 
While research has illustrated that digital and network technologies are increasingly 
supportive of autonomous learning driven by democratic agendas, whether ESL teachers 
possess adequate knowledge and self-regulatory skills to appropriately utilise such tools in 
order to obtain the desired outcomes is a question. Hence, providing practitioners with basic 
and advanced “personal knowledge management skills” (Dabbagh & Kitsantas, 2012, p. 7) 
through institutional intervention is vital for customising and sustaining such tools for 
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effective engagement in self-directed PD initiatives. This can be achieved largely through 
modules designed for induction programs for university teachers (see Chapter One, Section 
1.8.1). In general, this form of independent PD can promote on-the-job learning opportunities 
and generate “autonomy-supportive” (Vansteenkiste et al., 2006, p. 21) learning 
environments - as opposed to controlling contexts – that engage practitioners in development 
of knowledge and skills, and in ways that nurture positive attitudes to PD. 
Independent self-directed PD is grounded in the notion of teachers leading their own 
development in areas they have identified for their professional enrichment (Sixel, 2013). 
Study participants suggested that in some instances individual-driven learning was not able 
to satisfy areas of need, for example, for Participant 6, who was a veteran practitioner, self-
directed PD was not always adequate to be applied for all needs in his practice. Although 
“teachers of course can find weaknesses of their students and design remedial teaching. And 
they themselves can effectively engage in research work as well” (Participant 6, lines 68-69), 
this does not mean that that “they can develop 100%” autonomously (Participant 6, lines 64). 
While organisational and institutional involvement is not necessarily indispensable for 
teacher learning and development, outcomes of PD can sometimes be more effectively 
attained through institutional support and acceptance (Mann, 2005). As many university ESL 
teachers lack pedagogical content knowledge and knowledge of teaching methods and 
strategies (Liyanage, 2010; Navaz, 2012) (see Chapter One, Section 1.8.1), an assumption 
that they can take the entire responsibility of their own learning and growth is rather 
impractical and irrational. In line with previous studies (see Guskey, 2003; Merkt, 2017; 
Tinoca & Valente, 2015), this points to the critical need of providing teachers with 
pedagogical knowledge through focussed PD opportunities prior to encouraging them to 
pursue autonomous learning, particularly in the case of novice teachers. Furthermore, relying 
entirely on practitioners’ initiative for their individual improvement disregards obligations 
of institutions to their staff (Gurney, 2015), not to mention managerialist goals of quality. 
Substantial similarities between the two types of PD in terms of goals and learning outcomes 
of, indicate managerialist and democratic professionalism PD agendas cannot not be 
accurately separated. This understanding, and empirical evidence on these complicated 
interrelationships, has strong implications for policy and practice.  
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Overall, independent PD based on democratic principles exposed the way teachers 
themselves direct their careers by engaging in numerous self-directed PD opportunities. 
Continuous participation in this practice may successfully enhance teachers’ “professional 
longevity” (Gurney & Liyanage, 2015, p. 42) and avoid teacher burnout, a situation that 
provides benefits for both practitioners and governing institutions. There is also strong 
evidence to demonstrate that practitioner-led learning could establish and strengthen 
teachers’ capacity for professional agency (Gurney et al., 2018). This ensures teachers’ 
individual capacity to plan, create change, and make decisions and choices in terms of their 
practices and identity (Biesta et al., 2015; Eteläpelto, Vähäsantanen, Hökkä, & Paloniemi, 
2013; Lipponen & Kumpulainen, 2011). Implications of teacher agency for practitioners and 
PD providers are further analysed in section 5.3.4. 
5.3.3 Implications of participants’ understandings of PD 
 
This section of the study points to the significance of participants’ understandings of PD for 
facilitators, institutions, and policy-makers in designing PD activities to provide optimum 
outcomes for teachers. As visualised in Figure 5 (see Chapter Four, Section 4.3), the alliance 
of participants’ perceptions and goals that was regulated by managerialist or democratic 
principles was considered vital in determining their attendance to PD activities. This finding 
indicates that participants’ conceptions can reflect their reasons for pursuing PD and also 
how they undertake those sessions. Although participants attended sponsored and 
independent PD activities in order to attain diverse goals and learning outcomes, they always 
prioritised democratic over managerialist goals, and were likely to undertake PD activities 
that they perceived offered potential to achieve their democratic needs (see Section 5.3.2). In 
this context, participants may avoid PD activities which provide opportunities to achieve 
relatively less significant goals or tend to disregard such instances when they are 
overburdened with work or otherwise unenthusiastic to attend. Gurney (2015) also reported 
a similar finding in her study. 
In some instances, however, although a PD session did not entirely address 
participants’ expectations, certain activities or components in a session proved to be vital in 
providing meaningful learning opportunities for them, and in certain cases, for example, that 
of Participant 1 (see Chapter Four, Section 4.4), even facilitators’ disposition and delivery in 
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a session was adequate to re-orient participants’ conduct and classroom management in a 
way they could improve their learner performance. Critically, this perspective was strongly 
challenged by Participant 1’s later comment that “mandatory PD activities have no specific 
focus … which was not related to our subject” (line 332-334).  Exceptions noted aside, this 
was the understanding of most participants. For instance, the later view of Participant 1 
correlates with that of Participant 7 that “PD sessions are mostly for personality development 
and for other teaching qualities not relevant to ESL and this hinders my attendance to such 
PD activities” (lines14-15).  
However, these views did not align with what Participant 10 perceived to be achieved 
through PD activities. He reported “I have the knowledge but I may not always have effective 
communication skills, then knowledge will be there with me but it is very difficult to share” 
(Participant 10, lines 46-47). This illustrates that some participants had no thorough 
awareness about the potential of PD for enhancing their disposition, or their communicative 
strategies and capabilities in their professional practice. Especially, their misconception that 
PD activities should not encompass constituents such as teachers’ interpersonal skills 
development demonstrates their lack of understanding. The view of Participants 2 and 10 that 
teachers were bound by the responsibility of fulfilling the institutional requirements and 
conditions rather than situating PD as an instrumentalistic application (see Section 5.2.2) was 
not substantially supported by other participants. As such, ESL practitioners’ inclination to 
delimit the outcomes of particular PD initiatives, on the basis of their perceptions, as 
unimportant and insignificant to their professional practice hinders opportunities that may 
possibly enable them to achieve other beneficial outcomes (Gurney, 2015). If this is indeed 
the case, fostering teachers’ awareness in a way they could revisit PD as a multi-faceted and 
resourceful model may contribute to increased attendance at PD and subsequently improve 
the outcomes that they bring to the ESL industry.  
Providing a holistic understanding regarding the beneficial outcomes of PD can be 
productively carried out through the support of the institutional SDC. Interestingly, the 
curriculum designed for the CTHE for Sri Lankan university teachers encompasses relevant 
modules (see Chapter One, Section 1.8.1) that can inductively be employed to achieve this 
end. In such an approach, teachers can particularly learn the value and practice of teacher PD 
in relation to phenomena such as lifelong learning (Gurney, 2015), capability development, 
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and  curriculum designing and revision. Overall, in order to develop positive perceptions of 
teacher PD, it is recommended that all stakeholders responsible for designing, implementing, 
and evaluating PD activities at different phases should collectively observe certain standards. 
The subsequent section discusses those principles and norms.   
5.3.4 Optimising engagement and learning   
 
Strategies for heightening participants’ engagement in PD activities and enhancing their 
learning outcomes are discussed in this section. Although participants perceived to achieve 
a number of goals through sponsored PD activities, their engagement and learning outcomes 
were mostly determined by the nature of each PD session (see Chapter Four, Sections 4.3.1 
& 4.3.2). Mainly, four key features govern participants’ engagement and learning: the 
perceived relevance of the activity for their employment context, interest in the topic of the 
session, practitioner-centred learning environment, and other perceived contextual 
determinants such as facilitator/s’ disposition, delivery, and the use of CMC technologies. 
These findings were further illustrated in Figures 6 and 7 which visualised that a significant 
connection could not be detected between participants’ motives and their level of interaction 
and learning outcomes. A previous study conducted in this area by (Gurney, 2015) also found 
similar results in terms of  participants’ engagement and learning. However, as far as the 
independent PD activities are concerned, individual motives can be controlled and monitored 
in a way that could align those elements in order to achieve their learning outcomes (see 
Section 4.3.2 & Table 4). In examining these findings, it can be suggested that individually-
driven PD activities have secured a significant position within a wide range of PD activities 
and demonstrated an inherent potential over externally-facilitated conventional formats 
(Gurney, 2015), although, optimal outcomes from independent PD activities can only be 
gained by fostering collective practices among teachers rather than placing teaching as an 
individuals’ onus. Communities of practice can be effectively instilled within and beyond 
practitioners’ work place context through a deliberate institutional intervention in order to 
facilitate learning among practitioners.  
Findings in terms of sponsored PD established that participants’ engagement and 
learning are not supported by any particular design for PD. Although workshops and 
seminars received the highest reproach as a mode of delivery (see Chapter Two, Section 
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2.5.2.1), this study could not find any evidence to ensure that PD activities were unproductive 
based purely on format. A similar result was reported by Gurney (2015) in her study. As 
indicated in Section 2.5.2.1, most research carried out previously examined teacher 
perceptions with regard to format and design of PD activities, and to other factors that may 
impede teachers’ participation in PD sessions such as work place and personal issues. Even 
though a few studies illustrated that irrelevance of the content (Meng & Tajaroensuk, 2013; 
Wichadee, 2012) and the dearth of practicum in PD sessions (Saberi & Amiri, 2016) 
unfavourably impacted on participants’ attendance, those studies did not investigate the 
extent to which these constituents influence participants’ engagement in PD activities.  
While sponsored PD sessions are largely criticised given their incapacity for 
sustaining participants’ engagement, it should not be disregarded that institutions are also 
responsible for aligning the content of PD activities in order to achieve mangerialist goals 
(Gurney et al., 2018). In the light of this, it is valuable to examine participants’ perspectives 
in combination with the previously presented findings and literature to establish certain 
principles that can be considered for optimising participants’ engagement in sponsored PD 
activities, and thus enhance teachers’ learning from PD. As indicated by most participants, 
PD programs should be designed in order to cater for teachers’ needs, interests, and 
experiences rather than attempting to transfer the knowledge through one-size-fit-all PD 
activities which were usually developed in response to top-down decision making (see 
Chapter Two, Sections 2.5.2.1 & 2.6.2). For example, as reported by Participant 4, when a 
PD activity reflected teachers’ real needs they could interact with the activity more 
productively and with interest:   
 
The course [PA activity] should address the needs of participants not the providers. I 
don’t think that the existing PD programs do a need analysis. If they do it, they have 
to do it recurrently because participants and their needs vary. Then, participants can 
contribute effectively. (Participant 4, lines 275-278) 
 
Many researchers have also validated this perspective (Gravani, 2007; Shirazi et al., 
2013). Participants also advocated that provision of a proper post-monitoring was vital to 
negotiate the impact of numerous institutionally facilitated PD activities (see Chapter Two, 
Section 2.5.2.1 & Chapter Four, Section 4.3.2), specifically in the case where participants 
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considered an activity was irrelevant for their professional practice (see Chapter Four, 
Section 4.4). In this sense, “for teachers to feel the implications of the activity [PD] for their 
work place its application should be facilitated carefully by some kind of system. If it doesn’t 
happen teachers have no motives to follow it up” (Participant 2, lines 211-213). More 
specifically, when teachers receive individualised feedback tailored to their needs and 
classroom teaching they tend to introduce significant changes to their prevailing practices 
(Grierson & Woloshyn, 2013).  
As such, this kind of facility could re-orient participants’ conceptions as regards 
sponsored PD activities and thereby nurture the inclination of attending and engaging in PD 
meaningfully. Participants also articulated their discontentment over the prevailing system 
of evaluation, which was mostly based on a questionnaire encompassing some peripheral 
questions instead of methodical inquires for in-depth feedback. In particular, administering 
a questionnaire at the end of the PD activity for assessing effectiveness was considered 
impractical and could not reflect accurate outcomes (Gurney, 2015). Participant 4 
commented, “we go on practically ticking, ticking, ticking and ticking without sometimes 
reading it” (line 328). Given this, they emphasised the need to implement a result-oriented 
evaluation within the system to identify the level of knowledge a teacher retained sometime 
after completion of the activity. As revealed by Participant 10, this has implications for 
institutions, policy-makers, and designers of PD as well as participants: 
 
It [post-evaluation] will enable the participants to understand their development, the 
administrators to realise whether they have invested money on productive PD 
practices and the program designers to obtain a proper evaluation to design the next 
program accordingly. (Participant 10, lines 463-467) 
 
Many previous studies have also emphasised the implication of this (Goodall, Day, 
Lindsay, Muijs, & Harris, 2005; Pedder & Opfer, 2010). Notably, developing procedures to 
obtain meaningful feedback from participants may enable PD providers to re-evaluate and 
re-structure programs incorporating practitioners’ views so as to align activities to heighten 
engagement. Ultimately, this may “nurture a greater depth of reasoning for attendance to PD 
and create optimal learning context” (Participant 10, line140). As Borg (2018) argues, these 
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reflections point to the requirement of objective-driven evaluation to ensure that PD activities 
are assessed in line with the actual targets. 
Overall, based on the reflections of participants, it is argued that (a) analysing learner 
needs, (b) post-program evaluation, and (c) post-monitoring are the three principles of PD 
that need to considered in designing PD activities to ensure participants’ engagement and 
learning. If this is the case, it is vital for all stakeholders of PD to revisit their practices and 
ensure that these aspects are integrated and appropriately practised in their teacher 
development programs.  
Although the findings of prior research illustrate different criteria, models, and 
principles that can be employed at all these phases of PD to heighten participants’ 
engagement and learning they were not effectively used by PD providers. Notably, 
Wassermann’s (2009) six principles and the model developed by Loucks-Horsley et al., 2010 
(as cited in Wilde, 2010) can be effectively used in developing the design and delivery of PD 
activities in a way they could cater for learner needs. For instance, as indicated in Chapter 
Two (see Section 2.6.2), linking teachers’ prior knowledge with new knowledge, providing 
diverse situations to apply news skills and opportunities to practice and obtain feedback, and 
fostering follow-up as collaborative practices are the key components of the models that 
promote practitioner autonomy and learner engagement. As for post-program evaluation, the 
five critical levels of evaluation suggested by (Guskey, 2000) appear to offer a potential 
approach to identify the impact of PD activities (see Chapter Two,  Section 2.6.3). Critically, 
the method of evaluation which is in practice at the university sector in Sri Lanka only 
satisfies the first level of the assessment, whereas the most critical levels of evaluation - 
teachers’ cognitive and behavioural changes, facilitation of the governing institutions for 
application and implementation of activities, participants’ use of acquired knowledge and 
skills, and student learning - are not considered the constituents of evaluation.  
In addition, the fourth level of (Guskey, 2000) evaluation model operates as a 
mediator to facilitate the application of new knowledge that could fill practitioners’ need for 
a post-monitoring program. As discussed earlier, integration of all these elements could lead 
to the formation of context supportive of practitioner autonomy. In such an environment 
learners are placed as the key stakeholders (AL-Qahtani, 2015) and learning opportunities 
are centred on the requirements and choices of learners (Vansteenkiste et al., 2006). This 
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could provide adequate space for teachers’ voices (Aitken, 2009) and develop reflective 
teacher identities. In such a context, teachers can develop a strong sense of professionalism 
and subsequently maximise their engagement in PD activities and the effectiveness in their 
practice. However, to this end, as discussed previously, teachers’ agency needs to be 
acknowledged and accommodated appropriately within the teacher PD programs (Dadds, 
2014). As Gurney (2015) conceptualises, firmly observing the protocols and policies of 
institutions and industries may lessen the opportunity for teachers’ space and identity. These 
findings point to the critical need for policy-makers and facilitators of PD to revisit their 
strategies in terms of designing, implementation and evaluation of PD activities. Ultimately, 
the results of such re-orientation would create value for all stakeholders in the industry. The 
final section of this chapter will discuss changes participants experienced resulting from PD 
activities. These encompass changes in practice, quality, and disseminating of knowledge. 
5.4 Question three 
 
To which extent does the relationship of ESL teacher perceptions and engagement in PD 
impact on their learning and subsequent changes in professional practice? 
 
The results for the third research question of the study indicated that following 
practitioners learning from PD there was potential for tangible change in three vital areas: 
classroom practice, teacher quality, and academic knowledge (see Chapter Four, Section 4.4). 
Although the first two changes were directly connected to participants’ teaching practices, 
the latter was mostly associated with knowledge generation resulting from undertaking 
academic research or studying scholarly publications. Many extensive reviews and synthesis 
of the research literature also indicate that outcomes of PD activities significantly influence 
teacher change and subsequently enhance students’ performance (Borko, 2004; Desimone, 
2009; Tinoca & Valente, 2015; Wallace, 2009).  
However, all knowledge acquired by participants through PD activities may not 
always be evident as observable and quantifiable output, and also may not always contribute 
to student improvement (Gurney, 2015). For instance, participants’ being aware of 
innovations and advancements in the ESL industry or expansion of their overall education 
knowledge cannot not be measured, and are also not directly related to their teaching practice 
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(see Sections 5.2.2 & 5.2.3). In examining the findings of the study, it is noted that change 
in participant behaviour was reported more frequently than change in cognition. This is in 
contrast with the results of some previously undertaken studies (Gurney, 2015; Meirink et 
al., 2007) which found that PD could change teachers’ cognition/s more often than it changed 
practice/s. In one sense, this may not be surprising as teachers indicate different pattern of 
change, for instance, “change in practice but not in belief, change in belief but not in practice, 
change in both practice and belief” (Tam, 2014, p. 22). However, it is important to note that 
a sustained change in behaviour is highly unlikely if such changes do not have potential to 
alter teachers’ established beliefs and practices (Borg, 2018). Tangible changes reported by 
the participants are broadly discussed in the subsequent section.  
Participants often revealed change in their classroom practices associated with change 
that they observed in their students (see Section 4.4). What is demonstrated here is the 
correlation between teachers’ learning from PD activities and subsequent improvement of 
student performance, for instance, Participant 4 who “can see it [change] in the language 
skills of the students and also in my own language skills” (lines 196-197). Similarly, 
Participant 7 acknowledged the potential of the knowledge and experiences that she acquired 
from PD for changing her teaching methods and strategies: “I usually do the same lessons 
but, I change my teaching style in which students’ learning improved” (lines 155-156). 
Findings in relation to classroom teaching also illustrate that learning from PD could be 
effectively used to foster teacher-student relationships, which was vital for increasing 
students’ engagement in classroom activities. This means that what was discussed in PD 
sessions has substantially influenced participants’ learning. This could be observed through 
their concern to include activities for refreshment and revitalising with the aim of building 
connections with learners, as instanced by the experience of Participant 1:   
 
I showed my students a few video clips and even in terms of my delivery, I tried to 
make things new. I wanted to improve their engagement and I had that entertainment 
aspect. And then, I noticed a huge change in terms of their reactions and interest 
levels. At one point, in one of the PD activities, we also learned the significance of 
building the connection between teacher and students. It supports them to share their 
knowledge and get the opportunity to make their voice heard. (lines 344-349) 
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Participants’ reflections demonstrate the importance of evaluation of the impact of 
PD in classrooms rather than obtaining responses for superficial inquires at the end of a PD 
session as an administrative formality (see Section 5.3.4).  
Not all participants, however, were not prepared to change their practices based on 
their learning from PD activities. In particular, when what participants expected to achieve 
from PD in terms of classroom practice deviated conceptually from what providers and the 
institution provided, participants were disinclined to adhere to such practices. This was 
effectively reflected in the comments of Participant 2, who reported that, although “seminars 
and workshops aim at reinforcing and sharpening for the written examinations whether the 
institution ensures the capability of the students’ expression is a question” (Participant 2, 
lines 176-179). That is, as a practitioner, he strongly believed that institutionally facilitated 
PD activities need to focus on diverse strategies and methods in order to develop both oral 
and written communication of students, rather than attempting to create examination-oriented 
ESL instruction via PD. If “this [oral communication skills] is not ensured in learners their 
quality in the employment market will not be retained” (Participant 2, line 180) (see Chapter 
One, Section 1.8.1). Although this perspective was not strongly supported by all participants, 
excessive. Teachers often demonstrate their preparedness and interest to generate student-
centred approaches and productive environments in their classrooms in order to facilitate 
learning, yet the context in which they operate constantly pressurises them to apply product-
orientated learning that centralises performance targets (Lambirth, Cabral, & McDonald, 
2019), curriculum, and assessments (Liyanage, Bartlett, Walker, & Guo, 2014; Skinner et al., 
2019). Critically, as students’ performance is increasingly assessed through written 
examinations in the Asian context (Jing, 2006), many PD activities for ESL teachers in the 
university sector are also designed with students’ achievements in examinations at the 
forefront. This phenomenon may restrict changes that teachers perceive as valuable to 
introduce to their classroom practices and may impact negatively on teacher agency. 
Findings also illustrate that development of quality practices through participants’ 
learning from PD favourably influence students’ performance. This change, which has a 
connection with participants’ disposition and behaviour in a classroom (see Chapter Four, 
Section 4. 4) can be witnessed through their reflections. Participant 8, for instance, reported, 
“I tend to make constructive comments. Truly, it is a valuable thing that I learnt through PD 
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and we shouldn’t look down upon students” (lines 258- 259). The significance of this change 
was further explained by Participant 9 who reported that positive acknowledgement of 
learner performance may develop better understanding between teacher and students which 
“of course might affect their learning” (line 154). For some participants, sponsored PD 
activities - regulated by managerialist principles - to facilitate this kind of change in 
practitioners’ disposition would have been more beneficial if directed at re-orientation of 
teachers’ instructional process (see Chapter Four, Section 4.5.4).  
Participants also confirmed the impact on changes in their practices of learning from 
PD focused on academic research and publications. Given increased support of PD, teachers 
could engage in research more productively, which may optimise the value of knowledge 
being generated. Participant 1, for instance, stated, “I read a lot of research materials and 
articles to understand new approaches … before starting a new study. Nobody forced me to 
do that” (lines 109-111). Although this change was largely connected to participants’ creation 
of new knowledge through academic investigation, this does not necessarily mean that it has 
no significance to students’ learning (see Section 5.2.3). As expected, the provision of PD 
initiatives increased participants’ awareness of developments and transformations in the ESL 
industry and in education in general. This understanding could facilitate reflection on the 
diversity of the context/s in which practitioners operate, and how different dimensions of 
ESL practice impact on their professional practice and individual lives. More specifically, 
this may develop timely discussion with other practitioners in the industry or related fields.  
Even though teachers always mediate between PD and student attainment (Smith & 
Gillespie, 2007) the extent to which teachers could apply any changes in their classroom 
practices is also determined by other external influences often beyond their control (see 
Section 4.4). Thus, whether teachers’ learning from PD activities is productively utilised to 
achieve the expected learner outcomes is a question. However, teachers change resulting 
from academic studies is unlikely to be influenced by these peripheral determinants, because, 
as indicated in Figure 7, three of these determinants were strongly connected to the policies 
and practices of the institution and other governing agencies, whereas the fourth was with 
the learner cohort. Dearth of resources, excessive number of students in a class, and 
insufficient allocation of time to practise the activities learned from PD were reported as vital 
factors that hinder knowledge transmission to students. Participant 4, for example, identified 
148 
 
resourcing as a problem: “I’m not blaming the administration. But it is also their 
responsibility to provide us with enough resources to practice the language, I mean facilities 
for those students to learn” (lines 223-224).  
Although PD providers promote a learner-centred approach, which intends to address 
the individual learning needs through task-based and group activities, and internet-assisted 
learning, those practices cannot be carried out effectively when, as in the experience of 
Participant 3, “there are sometimes 50-100 students in some classrooms. Therefore, when we 
are doing group activities it’s a problem for monitoring” (lines 239-241). Therefore, as 
indicated in the literature, expecting good outcomes was not always feasible (Ponnamperuma 
& Nanayakkara, 2018; Smith & Gillespie, 2007). Although learner-centred education has 
broad implications for student achievement, teachers are delimited by these contextual 
circumstances that are out of their control and thus hinder teachers’ interest in realizing the 
potential of instructional strategies of this approach. Teachers’ classroom application of what 
they learned from PD activities was also constrained to a considerable extent by the pre-
determined course books to be used in the classroom and the requirements of assessing 
students based on performance criteria stipulated in the curriculum. Institutional pressures 
affected the practices of Participant 8, for instance, who lamented that “even though we can 
find some interesting materials to be used in the classroom we are unable to do so. It’s 
because of the prescribed texts that we have to use within the teaching and learning” (lines 
275-277). There is evidence in the literature to support this perspective (Öztürk, Gürbüz, & 
Martínez Agudo, 2017).  
Thus, in the contexts described, whether teachers change in behaviour as a result of 
undertaking PD then leads to successful practice-based changes at some point is dependent 
on external influences largely in the hands of policy-makers and management of the 
governing institutions. On the other hand, students’ lack of motivation to attend the classes, 
regardless of the fact that EGAP is a mandatory module (see Chapter One, Section 1.8.1), 
was also influential to some extent in mitigating teachers’ success in application of new 
knowledge. Participant 8, for example, commented that “even though we are ready to provide 
students the proper content and prepare the lessons plans on occasion, they don’t turn up” 
(lines 287-288).  
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Overall, positive attitude coupled with PD can support teachers to engage in active 
learning (Stan, Stancovici, & Paloş, 2013) in a way they could change their behaviour or 
cognition or both (Nguyen, Haworth, & Hansen, 2019; Tam, 2014). As reported by 
participants, active learning provided them opportunities for examining other practitioners, 
applying what they learned and obtaining timely feedback, assessing and redesigning 
classroom activities and materials, participating and contributing in discussions and 
developing critical thinking, testing new knowledge with students, and engaging in academic 
studies. There is strong evidence to demonstrate that both types of PD, independent and 
sponsored, had potential for introducing tangible changes in teachers’ professional practice. 
Participants’ comments also point to the possibility of gaining noticeable behavioural 
changes through PD, provided that those activities conform to contextual factors favourable 
to achieving learning outcomes, as presented previously (see Chapter Four, Section 4.3.2), 
and as found in prior research; specifically, PD activities can promote teacher change and 
improve student performance when such activities encompass a strong content focus, an 
active learning environment to foster collective participation, and a consistent and 
meaningful delivery (Birman, Desimone, Porter, & Garet, 2000; Borko, 2004; Darling-
Hammond, Hyler, & Gardner, 2017; Desimone, 2009; Garet et al., 2001; Knapp, 2003).  
Findings of the study also indicate that teachers’ existing cognition, that is, their 
beliefs, values, conceptions and attitudes (Borg, 2003, 2015; Burri, Chen, & Baker, 2017), 
did not seem to exert strong influence or function as a filter in order to interpret the new 
experience gained from PD activities prior to application. As conceptualised by previous 
studies (Desimone, 2009; Durksen et al., 2017; Guskey, 2002; Mohan et al., 2017) the extent 
to which teachers’ beliefs impact on the prospect of any behavioural change is heavily 
dependent on the effectiveness of a PD activity (Nguyen et al., 2019). This means that 
customised and effective PD programs have potential to re-orient practitioners’ perspectives 
and subsequently change their practices. Whereas previous investigations have found that 
teachers’ existing perspectives have a powerful impact in determining changes in their 
practice/s (Gurney, 2015; Marcelo, 2009; Mohammadi & Moradi, 2017), this study yields 
that teacher cognitions fostered through practitioners’ lifelong experiences operate as a 
“unique construct” (Öztürk et al., 2017, p. 15) to facilitate their classroom teaching. They, in 
fact, appear to perform a reflective function as practitioners, in response to the values of 
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democratic professionalism, situate themselves as agents of change within and beyond their 
classrooms. For Gurney et al. (2014), this witnesses teachers’ eagerness to utilise their agency 
to facilitate change through which they can reflect their identities. 
Moreover, the level of self-efficacy demonstrated by teachers seems to be adequate 
for the implementation of practice-based changes in their ESL classrooms (see Chapter Two, 
Section 2.6.4). The correlation of teachers’ individual efficacy and change demonstrates 
teachers’ preparedness to re-visit their practices to enhance their classroom effectiveness 
when they identify that change has instrumental value for students’ learning. However, as 
teachers lack pedagogical content knowledge to undertake their classroom teaching 
effectively (Liyanage, 2010; Navaz, 2012), the extent to which they could achieve this 
outcome is a question (see Section 5.2.3 & 5.3.2). Although teachers who possess strong 
efficacy could introduce substantial changes to their classrooms practices (Eun & Heining-
Boynton, 2007; Whitworth & Chiu, 2017) this is heavily dependent on the extent to which 
they are supported by the institution and other governing bodies to facilitate such changes. If 
this is indeed the case, the responsibility of institutions concerns the possibility of providing 
organisational support and other required resources to utilise the outcomes of learning from 
PD activities.   
5.5 Summary  
 
Participants’ perceptions and engagement in PD activities provide a subtle image of the way 
they have understood PD, and what PD may provide for them if their perceptions align with 
the goals for attendance. The participants’ perceptions were multi-dimensional in nature, 
which reflects that they were likely to pursue PD for diverse purposes and interests: for 
enhancing collaborative practices and communities of learning, individual growth and 
development, researching and dissemination of knowledge, expansion of knowledge about 
the innovations and improvements in the ESL industry, adhering to lifelong learning, and for 
various other outcomes. Their conceptions of PD also exposed that they possess unique 
potential and capability for sustainable development, which was demonstrated through their 
ability for shifting their responsibilities as learners, researchers, as well as supporters of their 
students. This has empowered them to reflect critically on their individual practices, sustain 
professional values and standards, and enrich teacher quality. Although the key aim of PD 
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was to contribute to teachers’ learning, growth, and subsequent improvements of their 
classroom practices, PD could also heighten teachers’ recognition and establishment in their 
posts, engagement and development in their work place, and also foster their professional 
capital in the employment market. 
Participants’ understandings of PD and its significance for their professional practice 
reflect the need for optimising their attendance to PD activities. Although the findings 
indicate that both sponsored and independent PD can provide potential opportunities to 
achieve learner outcomes, the manner in which managerialist and democratic principles 
regulate those two types was vital in determining participants’ achievement of desirable 
outcomes. Due to this, participants’ goals for attendance at PD were not always achieved at 
each session.  
The findings have implications for PD providers and policy-makers in designing 
customised PD activities integrating learner needs, appropriate post-program evaluation, and 
post-monitoring systems to maximise participants’ engagement and learning. The findings 
also validate the notion that PD is largely influential in building teachers’ capability for 
changing their cognition and classroom practices without considerable impact on their 
existing values and beliefs. This has influenced fostering teachers’ level of self-efficacy 
which could subsequently support implementation of practice-based changes in classrooms. 
However, teacher change was also influenced by other external factors that occasionally 
hindered knowledge transmission to learners. Chapter Six arrives the conclusions of the study 
based on the findings discussed in this chapter. It encompasses a synthesis of the findings for 
each research question and provides conclusions of the investigation. This is followed by 
limitations and recommendations for future studies. 
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Chapter 6 Conclusions 
6.1 Introduction  
 
PD is extremely significant to the practice of teaching, the profession through which all other 
professions become possible. In Sri Lanka, providing PD initiatives for ESL teachers in the 
university sector is essential for their ongoing learning and professional growth, and to 
improve students’ English language proficiency, which positions them competitively in the 
employment market upon their graduation. As such, the overarching aim of this investigation 
is to examine: (1) university ESL teachers’ understandings of PD initiatives; (2) the impact 
of their perceptions on their engagement in PD; and (3) the extent to which the association 
of their perceptions and engagement in PD activities regulates their learning and subsequent 
changes in their classroom practice. 
The first section of this chapter is devoted to provision, in brief, of conclusions for 
each research question based on key findings and the extensive discussion presented in the 
previous chapter. This is followed by acknowledgement of the limitations of the study that 
constrain generalising the research findings. In the final section of the chapter, the 
pedagogical value of the findings, recommendations based on the study findings, and 
directions for future research are presented. 
6.2 Synthesis of the findings and implications  
6.2.1 Research question one 
 
How do Sri Lankan teachers of ESL perceive/understand PD at the tertiary level? 
1. Participants’ perceptions of PD are multi-dimensional in nature. Each participant 
reported (i) more than one perception of PD (see Chapter Three, Figure 3 & Chapter 
Five, Section 5.2.5), and (ii) perceptions associated with more than one primary 
category as identified in the study. Participants’ understanding that PD is multi-
faceted, and that they can engage in diverse activities to enhance their knowledge, 
skills, and professional capital, demonstrates their holistic understanding of the 
phenomenon. However, participants’ views were occasionally contradictory and did 
not always align with others’ perspectives (see Section 5.3.3). 
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2. Teachers’ perceptions of PD demonstrate their astonishing potential and ability for 
sustainable development: PD supports teachers to work as learners, investigators and 
collaborators; it stimulates them to undertake reflective and individual practices, 
heighten standards in their profession, and sustain teacher quality and identity (see 
Sections 5.2.1 - 5.2.4). 
3. Implicit in participants’ perceptions is indication of teachers’ readiness to either re-
examine or attain their professional goals through diverse PD opportunities 
incorporating specialised skills, such as computer-mediated technologies, digital 
internet-assisted applications, and collegiality, into all practices, rather than 
delimiting to the prevailing traditional PD formats (see Section 5.3.2) 
4. As teachers placed high value on their perceptions (see Chapter Four, Section 4.5 & 
Chapter Five, Section 5.2), their views broadly influence their attendance of PD 
activities.  
6.2.2 Research question two 
How do their perceptions/understandings facilitate or hinder their engagement in PD 
initiatives? 
1. Teachers’ perceptions are a lens through which they understand motives for their 
participation in PD activities. This indicates the significant association between 
participants’ goals for undertaking PD activities and their perceptions (see Chapter 
Four, Section 4.3). The two types of PD, independent and sponsored (see Chapter 
Two, Section 2.2.4.3 & Chapter Five, Sections 5.3.1, 5.3.2), regulated by democratic 
and managerialist principles respectively, determine participants’ goals for attending 
PD sessions.  
2. Independent PD mostly facilitated personal need-orientation whereas the professional 
goal-oriented perceptions were largely connected to sponsored PD governed by 
managerialist agendas. Both types of PD supported knowledge-oriented and 
outcomes-oriented perceptions (see Figure 6). 
3. Participants’ reactions and engagement in PD activities during sessions were mostly 
regulated by contextual factors - relevance to ESL of the content of the session, 
interest in the session, practitioner-centredness of the activities, and other contextual 
aspects (see Chapter Four, Section 4.3.1 & Figure 6) - rather than their perceptions or 
154 
 
type of PD. Therefore, participants’ level of engagement in PD was heavily dependent 
on the managerialist and democratic regulations that decide the aims, the content, and 
the format of PD activities.  
4. Institutionally facilitated PD activities largely focused on achievement of 
administrative requirements, and market and political-based agendas (see Section 
5.2.2). However, the outcomes of these activities also had potential to heighten 
practitioners’ growth and development, address various classroom challenges and 
issues, cater for teachers’ contextualised practice-based needs, enhance their research 
skills, heighten teachers’ quality empowering them to refine their character, and 
construct beneficial relationships and networks with PD facilitators and policy-
makers (see Chapter Five, Sections 5.2.2-5.2.4 & 5.3.1).  
5. Participants engaged in independent PD activities more constructively, as they can 
effectively regulate the influence of the contextual factors. As such, teachers have 
more interest for self-directed PD activities that prioritise their democratic goals, 
principles, and needs over managerialist regulations. However, both types of PD have 
potential for providing meaningful opportunities for participants to attain their diverse 
goals (see Sections 5.3.1 & 5.3.2). 
6. Participants extensively used CMC technologies, digital internet-assisted 
applications and tools, and social media technologies as intervention strategies to 
enrich their self-directed learning (see Section 5.3.1). 
7. Although teachers identified their areas for individual growth and development via 
independent PD, they may gain meaningful outcomes of such learning only through 
institutional intervention and support (see section 5.3.1). 
6.2.3 Research question three 
 
To what extent does the relationship of ESL teacher perceptions and engagement in PD 
impact on their learning and any subsequent changes in their professional practice? 
1. Through learning from PD, teachers experienced tangible changes in three key areas:  
a. Refinement of teachers’ character and behaviour leading to re-orientation of 
their instructional process in a classroom  
b. Enhancement of practice quality 
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c. Improvement of their knowledge of academic studies and engagement in more 
productive investigations and dissemination of knowledge (see Chapter Four, 
Sections 4.4, 4.5.4 & Chapter Five, Section 5.4). 
Although teachers’ development in academic research has no direct implication for 
teachers’ classroom practice, the knowledge they generate through such studies can 
later be used to enhance students’ attainment.  
2. Participants’ learning from PD, as with their engagement, is largely determined by 
the nature of the PD activity attended (see Section 4.3.2 & Table 4), and their 
perceptions and goals for attendance have no significant connection with their 
learning from PD activity.  
3. Findings validate that the capacity of PD to bring about change in teachers’ beliefs, 
values and practices is directly related to participants’ perception of the effectiveness 
of the activity (see Section 5.4).  
4. What participants acquired through PD activities could not always be exhibited as 
identifiable and measurable output and may not always impact student performance. 
Changes in participants’ behaviour, that is, classroom-based practices, can take place 
in the short term without change in cognition (see Section 5.4). 
5. The findings establish a significant correlation between participants’ learning from 
PD activities and subsequent efforts to enhance students’ attainment (see Sections 4.4 
& 5.4). However, participants did not always change their classroom practices 
through learning from PD, particularly when there was a conceptual conflict between 
what practitioners perceived they would learn from PD and what PD providers and 
facilitators expected to achieve (see Section 5.3.4). The impact of external influences 
can significantly hinder the application of teacher learning from PD activities (see 
Figure 8, Sections 4.4 & 5.4).  
6. Although teachers’ level of self-efficacy was sufficient to introduce practice-based 
changes to their ESL classrooms (see Chapter Two, Section 2.6.4) their capability to 
heighten students’ learning through these practices is doubtful as most teachers lack 
pedagogical content knowledge (Liyanage, 2010; Navaz, 2012) (see Chapter One, 
Section 1.8.1, Chapter Five, Sections 5.2.3 & 5.4). 
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6.3 Limitations of the study 
 
The study employed semi-structured interviews to investigate teachers’ perceptions, 
engagement, learning, and subsequent changes in their professional practice. These 
interviews reported teachers’ observations connecting to all PD activities in general. 
Therefore, data gathered to explore their interaction with PD activities were based on their 
perceived engagement and experiences. Although this method had potential to identify 
participants’ conceptions, learning from PD, and change in their practices, understanding 
their engagement based on post-participation may have limitations. If data had been gathered 
in parallel to their participation in PD activities different views would have been exposed. 
For instance, observing participants while they were engaging in PD activities, conducting 
the interviews upon completion of PD activities, exploring participants’ engagement as 
control vs experimental group, or encouraging them to comment on their engagement through 
video stimulated recall would have been potential methods to achieve this. However, 
identifying participants’ perceptions of their engagement through observations, video 
stimulated recall or as two different groups could have been more complicated, and thus, may 
not have provided a holistic understanding of their views.  
The findings for the study have significant implications for policy-makers, facilitators 
of PD, and institutions in terms of the design of PD activities. In this sense, if the study had 
explored the perceptions of at least on one these stakeholders, particularly on the subject of 
participants’ engagement in PD activities, more holistic understanding of the entire 
phenomenon could have been gained. However, the scope of the study did not facilitate 
undertaking such an investigation.  
6.4 Implications and recommendations  
 
Based on the conclusions outlined in section 6.2, the following section presents the 
implications of the study for policy and practice, PD facilitators, and teacher and student 
development, accompanied by the recommendations of the study. 
Participants’ conceptions of PD diverge considerably from the traditional 
perspectives and awareness of PD in the literature, and their views were comparatively more 
obscure and covered a wide range of areas of PD. This finding has significance for all 
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stakeholders of PD, as there may have been a variance of understandings of those who are 
responsible for designing and implementing policies/practices of PD, and of participants who 
undertake PD. This calls for more productive PD opportunities for ESL teachers in the Sri 
Lankan university sector that integrate practitioners’ conceptions and experiences in 
conjunction with those of institutions and facilitators, and without a fragmented and 
compartmentalised approach that can ensue from using PD to attain external goals of 
governing agencies (see 6.2.1.1 & 6.2.1.2) 
ESL teachers’ preference to delimit the outcomes of sponsored PD activities, based 
on their conceptions as insignificant and unimportant, may hinder the uptake of opportunities 
of gaining other beneficial outcomes from PD activities. This would ultimately preclude 
potential positive impact on their classroom practices. Therefore, ESL teachers in the 
university sector in Sri Lanka need to be provided a proper understanding of the beneficial 
outcomes of institutionally arranged PD with the support of the SDCs established in each 
university. To effect this end, the curriculum designed for the CTHE for the university 
teachers can be used (see 6.2.1.1 & 6.2.2.4). 
As many university ESL teachers lack pedagogical content knowledge and 
knowledge of teaching methods and strategies (see Chapter One, Section 1.8.1) it cannot be 
assumed that they can take the entire onus of their own learning and development. This points 
to the critical need of providing ESL teachers with pedagogical knowledge and the necessary 
professional framework for their own growth through productive PD opportunities prior to 
stipulating they engage in self-directed professional learning, particularly, in the case of 
novices. Especially, ESL practitioners should also be given sufficient knowledge of self-
regulated learning skills such as digital and network technologies to effectively utilise those 
tools in autonomous learning in order to achieve the desired outcomes of PD (see 6.2.1.3, 
6.2.2.6 & 6.2.2.7).  
Teachers learning via independent PD initiatives, such as, reflective practices, self-
assessments, collaborative action research, and engaging in practice-based needs, are heavily 
dependent on their preparedness to pursue such practices and consider their potential for their 
individual development and growth. Thus, teachers need to be convinced of the beneficial 
outcomes of self-directed learning through the university teachers’ induction program. 
Institutions should further intervene to foster collaborative learning communities and 
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networks within practitioners’ employment context through a proper mechanism. This would 
provide opportunities for teachers to challenge their individual perceptions and practices of 
others, for understanding and sharing new skills, and for gaining new awareness of innovative 
teaching and learning and of the importance of collegiality (see 6.2.1.4). 
While sponsored PD has a broader implication for ESL teachers’ professional 
practice, recurrent exposure to activities that are entirely based on market-driven 
managerialist agenda would foster negative attitude for institutionally facilitated PD 
activities, thereby hindering teachers’ participation in them. This has led ESL teachers to 
move from institutionally facilitated PD to self-directed activities. Due to this background, 
sponsored PD activities should be customised in order to cater for practitioners’ needs and 
issues, rather than depending heavily on expert knowledge of educational theories or 
practices that may not be useful for application in teachers’ classrooms. Especially, it is very 
important to address contextual factors that impede teachers’ engagement in PD activities 
(see 6.2.2.3, 6.2.2.5 & 6.2.3.2).  
There is a critical need of institutionally facilitated PD sessions designed in a way 
that optimises participants’ engagement, and supports them to achieve their goals. To this 
end, based on findings of this study, certain principles are recommended for consideration 
for heightening participants’ engagement in sponsored PD activities, which may improve 
their learning from PD. First, there is a pressing need of establishing a professional body, or 
a proper mechanism, to take the responsibility of activities occurring after participation in 
institutionally facilitated PD sessions in order to negotiate the effectiveness of those with 
participants (see Chapter Four, Section 4.4). Availability of such a facility can re-orient 
teachers’ perspectives and foster preparedness to attend and engage in sponsored PD 
activities more productively. Second, PD activities should also integrate practitioners’ needs, 
interests, and experiences without attempting to transfer the learning through one-size-fit-all 
PD sessions. PD activities that reflect teachers’ real needs can maximise their participation 
and interaction. Third, a proper evaluation for institutionally facilitated PD activities need to 
be established in place of the current method, which is a form of questionnaire covering some 
peripheral questions instead of methodical in-depth inquires for feedback. Obtaining more 
authentic feedback from participants through a well-thought mechanism, as given in section 
5.3.4, may enable PD providers and policy-makers to re-evaluate and re-structure programs 
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in a way that heightens participants’ interaction and engagement. Integration of these three 
principles may contribute to foster a context supportive of autonomy, in which participants 
are situated as the key stakeholders with learning opportunities centred on their needs and 
preferences. This may accommodate and acknowledge teachers’ agency within teacher PD 
programs, securing teachers’ space and identity instead of observing the protocols and 
policies of institutions and industries. This all points to the critical need for re-examination 
of the strategies used by PD policy-makers and facilitators in designing, implementing and 
evaluating PD activities. The outcomes of such re-vitalisation may provide value for all 
stakeholders in the industry (see 6.2.2 3). 
Although both types of PD, independent and sponsored, have potential for creating 
tangible changes in teachers’ professional practice, this can only be achieved if those 
activities align with the perceived contextual factors presented previously. This has 
implication for PD providers and policy-designers in terms of the design and delivery of PD 
activities (see 6.2.2 3). The Post Graduate Institute of English (PGIE) and the Standing 
Committee on the Teaching of English should facilitate design and implementation of PD 
integrating the three principles outlined previously, above, by the Staff Development Centres 
(SDCs) of universities and other PD providers. One of the key concerns of these two 
institutions is to empower ESL teaching professionals in the government universities (see 
6.2.2 3). 
Teachers’ learning from PD and subsequent learner improvements has a great 
implication for heightening students’ attendance, motivation and engagement in classroom 
activities. All stakeholders in the industry need to be aware of this. Specifically, PD policy-
makers and institutions should take measures to achieve this outcome by providing focussed 
PD opportunities for ESL teachers (see 6.2.3.1).   
Conceptual disagreement between teachers and institutions in terms of the aim, 
content, and approach of institutionally facilitated PD activities needs to be addressed as a 
priority. This kind of divergence may hinder teachers’ interest for sponsored PD and 
application of what they learn from PD activities in classroom practices. This situation may 
negatively affect students’ learning and performance. This issue should be addressed 
collaboratively in consultation with ESL teachers, institutions, and educational policy-
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designers. To this end, the support of UGC and the Standing Committee on the Teaching of 
English can also be obtained (see 6.2.3.5). 
Effectiveness of a PD activity is the key to changes of participants’ existing beliefs 
and attitudes. This points to the vital need of designing customised programs within an 
effective PD framework that may re-orient teachers’ beliefs and create desirable changes in 
their practice (see 6.2.3.3). Teachers’ self-efficacy for responding to practice-based needs 
has in some cases been constrained by their lack of  pedagogical knowledge, thus, this finding 
has implications for teacher education to provide a base for sustainable self-directed PD (see 
6.2.3.6). 
The intervention of institutions is vital for regulating the impact of external variables. 
Hence, governing agencies and institutions should respond appropriately to minimise the 
adverse effects of such influences that may impede the application of teachers learning from 
PD activities to students’ improvements. Therefore, even teachers who have adequate 
pedagogical content knowledge and strong self-efficacy need to be provided facilities and 
organisational support, perhaps through change of policies, to gain the optimal outcomes of 
learning from PD. This has implications for policy-designers and the governing bodies (see 
6.2.3.5). 
PD in the university system in Sri Lanka has been strongly connected to quality 
assurance and accreditation. As the key concern of SDCs is to sustain teacher professional 
standards through provision of meaningful PD opportunities for teachers, the SDCs need to 
work in conjunction with the Quality Assurance Units of universities to optimise teachers’ 
learning from PD activities. If required, QAAC’s consultancy should also be obtained (see 
6.2.2.7). 
6.5 Future research direction  
 
In order to heighten and establish the findings of the study, several recommendations can be 
made as to how further research needs to be undertaken. Firstly, in order to obtain a more 
thorough understanding of ESL teachers’ perceptions, engagement, learning, and subsequent 
changes in their professional practice as a result of undertaking PD activities, these research 
questions should be tested with different groups of ESL teachers. This may determine 
whether ESL teachers’ understandings in other contexts within Sri Lanka and in other non-
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English and English-speaking countries deviate from or conform to the findings of the current 
study.    
This study explored participants’ understanding of all PD activities in general as a 
post-participation inquiry, but there is a need to extend this to examine a group of 
participants’ interactions with the same PD activity/activities. Although the study reported 
here provided a holistic awareness of participants’ multiple perspectives of PD, their 
interaction, and learning from PD, examining participants’ understanding of the same session 
would allow identification of how different individuals interpret the impact of contextual 
factors in PD on their interaction and learning. In order to collect data for such a study, 
teachers’ participation in semi-structured interviews upon completion of the 
activity/activities and focus-group interviews can be recommended as potential tools. This 
kind of study may have significant implications as it would investigate the extent to which 
participants’ perspectives on the same session may differ.  
Research studies can also be designed to identify the perspectives of policy-makers, 
facilitators of PD, and institutions within Sri Lanka and other contexts regarding both 
independent and sponsored PD. Especially, such studies would need to consider why 
institutions are likely to align the content of PD activities to achieve managerialist goals 
rather than customising PD activities to provide more meaningful learning opportunities for 
participants. The results of such studies would uncover the significance of sponsored PD 
activities for providing learning outcomes for ESL teachers’ professional practice. Thus, it 
may develop a discourse on the implications of democratic professionalism and 
managerialism amidst all stakeholders in the industry.  
6.6 Summary   
 
As indicated in the section 6.2 and 6.4, findings and recommendations of the study have 
special implications for the stakeholders involved in designing and implementation of PD 
activities for ESL practitioners. The overarching aim of these recommendations is 
acknowledgement and accommodation of ESL teachers’ agency within PD programs, 
enabling them to foster practitioner-cented environments where teachers could optimise their 
engagement in PD activities. In such contexts, teachers have opportunities to affirm their 
space and identity and (re)establish their professionalism. ESL practitioners, on the other 
162 
 
hand, need to realise that they may not progress their professional growth and development 
only through autonomous learning, and that they can also gain multiple benefits for their 
professional practice from sponsored PD activities. If all stakeholders responsible for ESL 
practitioners’ PD could understand their individual onus and work accordingly, professional 
standards implemented (see Section 2.6.1) for ESL teachers in Sri Lankan universities would 
be effectively sustained. This may ultimately lead to improvements of students’ English 
knowledge and secure employment opportunities for graduates.  
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_________________________________________________________________________ 
This research project entitled Teacher engagement and professional development initiatives: 
A case study of university ESL teachers in Sri Lanka requires the participation of English as 
a Second Language (ESL) teachers of [Name of the university] in Sri Lanka as respondents. 
This Plain Language Statement contains detailed information about the research project. You 
may keep this plain language statement as a record. 
Purpose 
The purpose of this study is to investigate how ESL teachers at Sri Lankan universities 
understand Professional Development (PD) initiatives, and how their perspectives facilitate 
or impede their engagement in PD activities and how the relationship of perceptions and 
engagement in PD impacts on their learning and subsequent changes in their classroom 
practice. This project aims to gather their views and knowledge about this matter.  
Procedure 
Participants are invited to take part in an interview (40-60 minutes). With their permission, 
the interviews will be audio recorded and transcribed. The interview will take place at [Name 
of the university] at a time convenient to them. They will not be reimbursed for their expenses 
or given any incentives to participate in this project.  
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Findings of this study will have implications for providers of PD / Policy-makers, ESL 
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Sri Lanka. PD programs of this nature may allow ESL teachers to effectively address learner 
needs.  
Privacy and confidentiality 
The privacy and confidentiality of participants will be protected through the use of 
pseudonym. No information regarding organisation’s name or contact details will be 
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disclosed. To comply with Deakin University’s policies and guidelines, all data will be stored 
securely for five years from the final publication of results in a locked cabinet in the 
researcher’s office. Following this time, the data will be securely disposed of.  
Participation is voluntary 
The decision to participate will not affect participants’ relationship with Deakin University. 
They have the right to withdraw from the project at any stage. They can use the withdrawal 
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Dissemination of results 
This research will be published in journal articles, book chapters or presented as a conference 
paper. [Name of the university] can receive a summary of results upon a request.  
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The ethical aspect of this research project has been approved by the Human Research Ethics 
Committee of Deakin University. The research is being monitored by Deakin University 
researchers whose details can be found below. Please contact one of these researchers if you 
would like more information. 
 
A/Prof. Indika Liyanage 
+61 3 92445235 
indika.liyanage@deakin.edu.au 
 
Dr. Hossein Shokuhi 
+61 3 925 17171  
h.shokouhi@deakin.edu.au 
 
Mr. Rohan Abeywickrama 
+61406037744 
rabeywic@deakin@edu.au 
 
Complaints 
If you require further information or if you have any problems concerning this project, you 
can contact the principal investigator at the faculty of Arts and Education, Deakin University, 
Telephone: +613 924 45235, indika.liyanage@deakin.edu.au 
If you have any complaints about any aspect of the project, the way it is being conducted or 
any questions about your rights as a research participant, then you may contact: The Manager, 
Research Integrity, Deakin University, 221 Burwood Highway, Burwood Victoria 3125, 
Telephone: 9251 7129, research-ethics@deakin.edu.au 
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PLAIN LANGUAGE STATEMENT AND CONSENT FORM 
 
 
TO: ESL Teachers  
 
Plain Language Statement  
Date: 11.10.2017 
Full Project Title: Teacher engagement and professional development initiatives: A case  
                                study of university ESL teachers in Sri Lanka 
Principal Researcher: A/Prof Indy Liyanage 
Associate Researcher: Dr Hossein Shokouhi 
Student Researcher:   Rohan Abeywickrama 
_________________________________________________________________________ 
You are invited to take part in a research project entitled Teacher engagement and 
professional development initiatives: A case study of university ESL teachers in Sri Lanka. 
This Plain Language Statement contains detailed information about the research project. 
Please read this Plain Language Statement carefully. You are welcome to ask questions about 
any information in the document. By completing and returning the consent form, you indicate 
that you understand the information and that you give your consent to participate in the 
research project. You may keep this plain language statement as a record. 
Purpose 
The purpose of this study is to investigate how English as a Second Language (ESL) teachers 
at Sri Lankan universities understand Professional Development (PD) initiatives, and how 
their perspectives facilitate or impede their engagement in PD activities and how the 
relationship of perceptions and engagement in PD impacts on their learning and subsequent 
changes in their classroom practice. This project aims to gather your views and knowledge 
about this matter.  
Procedure 
You are being invited to participate in an interview (40-60 minutes). With your permission, 
the interviews will be audio recorded and transcribed. The interview will take place at [Name 
of the university] at a time convenient to you. You will not be reimbursed for your expenses 
or given any incentives to participate in this project. If you would like participate in the 
project, please complete the consent form below and return it via email, 
rabeywic@deakin.edu.au  or hand it in person by 10.10.2017. 
Potential benefits  
It is expected that the project may be of benefit to you as an ESL practitioner as you will be 
involved in high levels of critical reflection during the interview to elicit a deeper 
understanding of your views, knowledge and practices relating to ESL teacher PD. The 
benefits of this study may extend to the broader community of ESL teachers at your 
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university and others. Additionally, for example, findings of this study will have implications 
for PD providers, policy-makers, ESL teachers and learners.  
Privacy and confidentiality 
The privacy and confidentiality of participants will be protected through the use of 
pseudonym. No information regarding organisation’s name or contact details will be 
disclosed. To comply with Deakin University’s policies and guidelines, all data will be stored 
securely for five years from the final publication of results in a locked cabinet in the 
researcher’s office. Following this time, the data will be securely disposed of.  
Your participation is voluntary 
Your decision to participate will not affect your relationship with Deakin University. You 
have the right to withdraw from the project at any stage. The withdrawal of consent form can 
be found on page 5.  Please note once the data has been analysed it will not be possible to 
remove the data you have provided, however the data will be anonymous.  
Dissemination of results 
This research will be published in journal articles, book chapters or presented as a conference 
paper. You can receive a summary of results upon your request.  
Further Information 
The ethical aspect of this research project has been approved by the Human Research Ethics 
Committee of Deakin University. The research is being monitored by Deakin University 
researchers whose details can be found below. Please contact one of these researchers if you 
would like more information. 
 
A/Prof. Indika Liyanage 
+61 3 92445235 
indika.liyanage@deakin.edu.au 
 
Dr. Hossein Shokuhi 
+61 3 925 17171  
h.shokouhi@deakin.edu.au 
 
Mr. Rohan Abeywickrama 
+61406037744 
rabeywic@deakin@edu.au 
 
Complaints 
If you require further information or if you have any problems concerning this project, you 
can contact the principal investigator at the faculty of Arts and Education, Deakin University, 
Telephone: +613 924 45235, indika.liyanage@deakin.edu.au  
If you have any complaints about any aspect of the project, the way it is being conducted or 
any questions about your rights as a research participant, then you may contact: The Manager, 
Research Integrity, Deakin University, 221 Burwood Highway, Burwood Victoria 3125, 
Telephone: 9251 7129, research-ethics@deakin.edu.au 
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PLAIN LANGUAGE STATEMENT AND CONSENT FORM 
 
 
TO:  [Name of the university] 
 
 
Organisational Consent Form 
(To be used by organisational Heads providing consent for staff/members/patrons 
to be involved in research) 
Date: 11.10.2017 
Full Project Title: Teacher engagement and professional development initiatives: A case 
                                study of university ESL teachers in Sri Lanka 
Reference Number: HAE -17-187 
 
 
I have read and I understand the attached Plain Language Statement. 
 
I give my permission for staff of [Name of the university] to participate in this project 
according to the conditions in the Plain Language Statement.  
 
I have been given a copy of Plain Language Statement and Consent Form to keep. 
 
The researcher has agreed not to reveal the participants’ identities and personal details if 
information about this project is published or presented in any public form.   
 
 
I agree that 
 
1. The institution MAY NOT be named in research publications or other publicity 
without prior agreement. 
 
2.  I EXPECT to receive a copy of the research findings or publications. 
 
Name of person giving consent: ______________________________ 
 
Signature ______________________________Date _________________________ 
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PLAIN LANGUAGE STATEMENT AND CONSENT FORM 
 
 
 
TO:  ESL Teachers 
 
Consent Form 
Date:  12.10.2017 
Full Project Title: Teacher engagement and professional development initiatives: A case  
                                study of university ESL teachers in Sri Lanka 
Reference Number: HAE-17-187 
 
I have read, and I understand the attached Plain Language Statement. 
I freely agree to participate in this project according to the conditions in the Plain Language 
Statement. I agree to participate in the following aspects of the study: 
 
I AM/AM NOT willing to participate in audio-recorded interviews.  
 
 
I have been given a copy of the Plain Language Statement and Consent Form to keep.  
The researcher has agreed not to reveal my identity and personal details, including where 
information about this project is published, or presented in any public form.  
If applicable, I give permission for the interview to be audio-recorded and understand that 
the researcher intends to store the information I provide which may be used in future research.  
 
Participant’s Name  _____________________________________ 
 
Signature ________________________ Date ___________________ 
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PLAIN LANGUAGE STATEMENT AND CONSENT FORM 
 
 
 
TO:  ESL Teachers 
 
 
Withdrawal of Consent Form 
(To be used for participants who wish to withdraw from the project) 
 
Date: 01.10.2017 
Full Project Title: Teacher engagement and professional development initiatives: A case   
                                study of university ESL teachers in Sri Lanka 
Reference Number: HAE -17-187 
 
I hereby wish to WITHDRAW my consent to participate in the above research project and 
understand that such withdrawal WILL NOT jeopardise my relationship with Deakin 
University. 
 
Participant’s Name (printed) _____________________________________ 
 
Signature_______________________________ Date _____________________ 
 
Please mail or fax this form to:  
A/Prof. Indika Liyanage 
+61 3 92445235 
indika.liyanage@deakin.edu.au 
 
Dr. Hossein Shokuhi 
+61 3 925 17171  
h.shokouhi@deakin.edu.au 
 
Mr. Rohan Abeywickrama 
+61406037744 
rabeywic@deakin.edu.au 
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Appendix C - Semi-Structured Interview 
 
1. How do you understand teacher PD?   
2. Do you have adequate opportunities to participate in PD activities?  
3. Where does PD usually take place? Do you think the place where PD activities take place 
affects your decision whether to participate or not?  
4. Do you get any rewards such as salary increments, certificates for participating in PD 
activities? Do you think you attend them to gain such benefits?  
5. Who conducts PD activities that you mostly participate in? Are they mandatory? Do you 
think PD activities need to be conducted without institutional mandate? Why do you think 
so?   
6. How would you rate the value of PD activities conducted by universities in collaboration 
with professional bodies, other government institutions and ELT experts?  
7. Do you think ESL teachers can progress themselves professionally by engaging in 
independent PD? What kinds of independent PD activities do you engage in? Are they 
beneficial to you and to your learners?  
8. Do you use the internet-assisted technologies (tools, applications, programs, activities etc.) 
to enhance your knowledge, skills and motivation? Do you think they are important to your 
career development?  
9. As you believe how an ESL teacher should engage in PD activity to ensure: 
(a) it will be high quality, (b) productive/effective and, (c) of lasting effect?  
10. What factors may compel or hinder your engagement in a PD activity?  
11. How do you understand lifelong learning? 
12. Do you think teachers need to be lifelong learners?  
13. Do you think PD activities are important to provide lifelong learning opportunities?  
14. Why is teacher quality important to university ESL practitioners? 
15. Do you think lifelong learning is a good way to enrich teacher quality? 
16. What factors may facilitate or hinder your lifelong learning opportunities?  
17. How does PD affect you in terms of your learning and classroom practice? Could you notice 
any changes as a result of undertaking PD activities?  Are there any influences that hinder 
your knowledge transmission to your learners? 
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18. Why do you think ESL teachers need to engage in PD activities? What are the PD needs of 
ESL teachers? Do you think current PD practices meet these needs? What do you suggest to 
make the existing PD program more productive?  
19. Is there any post-monitoring program to identify whether ESL teachers transmit the 
knowledge and skills that they acquire from PD activities? Who conducts such monitoring? 
Are they effective?   
20. Who evaluate teacher PD programs? Do you think PD activities are appropriately and 
systematically evaluated? If not, what do you suggest to improve the existing methods of 
evaluation?   
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Appendix D - Sample Interview Transcript 
 
Date: 12.10.2017                                 I: Interviewer                                       P: Participant 1 
1.  I: Well, So we’ll start with the first question. How do you understand teacher PD? What 
do you think of teacher PD? 2.   
   
3.  P: Um…teacher PD as I believe is uh is a very essential requirement because it ensures 
that a teacher after getting an appointment of course that teacher is developed in a 
professional level and that um the person is of course updated in terms of whatever 
happening in the field. So if I take my case now after getting the appointment I try to 
develop myself as an individual because I believe it helps not only myself but also the 
students in order to receive an updated knowledge and English education. 
4.   
5.   
6.   
7.   
8.   
   
9.  I: Actually, do you have enough opportunities to engage in PD activities? 
   
10.  P: Ah…to a certain extent I believe that we have adequate opportunities, because, most 
Sri Lankan universities have a Staff Development Centre (SDC) which provides 
opportunities and chances to be engaged in PD activities and workshops. If a university 
doesn’t have a SDC teachers of that university of course have the advantage of taking 
part it in another uh…university and complete the SDC program. For instance, we uh 
have been given a chance to undergo that teacher-training program, at [name of the 
institution]. And apart from those things, we at this university, we of course have other 
ways of developing ourselves at a professional level. For instance, senior staff in this 
university always encourage us, you know, to be interested in research works. We also 
have another very interesting program now. Ah, the faculty has decided to uh hold a 
lecture on a monthly basis. So, an academic staff member conducts this on whatever 
the subject that he or she is interested in. For instance, recently, we had a lecture on 
quality assurance and its developments. It helped us gain a lot of knowledge regarding 
the quality assurance process in the system. So we have such opportunities and they 
broaden our perspectives to a considerable extent. 
 
11.   
12.   
13.   
14.   
15.   
16.   
17.   
18.   
19.   
20.   
21.   
22.   
23.   
24.   
25.  I: Well…where does PD usually take place? Do you think the place where PD activities 
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26.   take place impacts on your decision whether to participate  it or not? 
  
27.  P: Uh yeah, I think it does, you know to a certain extent, it impacts on our decision 
whether or not to take part in that program or workshop. If PD activities are happening 
in the university premises, then it’s very easy for us to handle academic matters and 
then of course participate in the workshop as well. But sometimes PD takes place in 
[name of the capital city] or at some other places. Since our university is away from 
[name of the capital city] it requires nearly five to six hours to go there. So, it is 
somewhat difficult to take part in such PD activities and handle our academic matters 
in parallel. So in such cases, I would of course think twice. But it’s again ah it’s a 
disadvantage as well. Because, various important activities are happening in [name of 
the capital city] than to this context. But there are certain instances where I have to 
sort of you know overlook that because it is very difficult for me to be there. 
28.   
29.   
30.   
31.   
32.   
33.   
34.   
35.   
36.   
37.   
   
38.  I: Do you get any rewards such as salary increments, certificates for participating in PD 
activities? And do you think do you attend PD to gain such benefits? 39.   
   
40.  P:   Yes, I think uh in certain cases. For instance, the SDC program that of course is made 
mandatory for all university teachers. When we were at temporary basis we were asked 
to take part in it. And we were told that after completing the course, we will be 
receiving a certificate and it will be valuable at some point especially for our 
promotions. So certain things yes, encourage me to take part in such programs. 
However, I can think of many instances where most of us took part in workshops and 
other programs without expecting to receive any certificates whatsoever. So I think, it 
works both ways as well. 
41.   
42.   
43.   
44.   
45.   
46.   
47.   
   
48.  I:  It means that mostly you participate in to gain knowledge and competence? 
   
49.  P:  Yeah, most of the time, that’s the ultimate goal. 
   
50.  I:  Who conduct PD activities that you mostly engage in? That means any other 
professional bodies except the SDC? 51.   
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52.  P:  Yes, I have been to diverse workshops like other teachers. In such cases, resource 
persons were from various places and sometimes even from abroad. We had such 
instances and we had the opportunity to share our knowledge with such people. 
53.   
54.   
   
55.  I: You mean that experts from different fields? 
   
56.  P: Yes, experts and resource persons. 
   
57.  I: So PD isn’t always conducted by the SDC but sometimes by the university. Are they 
mandatory? 58.   
   
59.  P: Uh… some are but others are open invitations, a notice saying that such a workshop 
or a program is held on this day. So we of course decide to take part in it or not but in 
certain cases yes certain PD activities are mandatory. 
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62.  I: What do you think of mandatory PD activities? Do you think they are fruitful? 
   
63.  P: Uh well, there is an issue with mandatory PD. Because now if I think of an instance, 
there was a workshop which I really wanted to take part in it. But unfortunately the 
management had decided to make it mandatory for others whereas I believe that I 
could have gained more advantages or benefits by being there. But I didn’t get the 
opportunity because certain other teachers were chosen to do so. In other instances, 
there are cases where we think that we aren’t actually supposed to be there. I remember 
what I heard from an ESL teacher who was asked to take part in a workshop of 
software development. So it’s very technical and what he said was frustrating. He had 
to sit there during the entire day and he gained nothing ultimately. But he had to 
because it was made compulsory for him. So there are instances where you feel that 
this isn’t the correct place for you to be but you are just there because the management 
asked you to do so. 
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75.  I: Exactly. How do you rate the value of PD activities conducted by universities in  
collaboration with professional bodies and other government institutions, for  instance, 
foreign agencies like [name of the institution] or experts?  What kind of experience do 
you have with regard to this? 
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79.  P: Ah yes, I have been to a few of such workshops and I felt that the quality was there. 
We had you know experts from various fields and sometimes from overseas as well. 
 Taking part in them and being resource persons, we had experience and the 
opportunity to gain knowledge. So I think yes, they were very helpful. 
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83.  I:  Didn’t you have any instances where you felt that the activities were somewhat 
unproductive? 84.   
   
85.  P: Well, I can think of a very few in certain cases. Let’s take an instance where PD 
activity is sponsored by an institution like [the name of the institution]. So there’s a 
possibility for the management to make it mandatory for all ESL teachers. So in such 
cases yeah, it can become useless. But mostly, institutions have provided good 
opportunities. 
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90.  I:  Really, do you think ESL teachers can progress themselves professionally engaging in 
independent PD, originating from their own initiatives? 91.   
   
92.  P: Yeah, I think they can. We actually have to engage in autonomous PD activities. There 
are ample opportunities. By doing it, and by taking the initiative in it, by being an 
independent person in it, it of course ensures that we are passionate about something 
and that we are truly interested in the subject unless of course we cannot think of an 
instance where we take the initiative on our own. It can be more beneficial as we have 
the true interest. So irrespective of the time factor, irrespective of the workload, we 
may be interested in engaging ourselves in a professional manner. So I of course take 
time to read new theories or new ideas that we have on a particular subject to create 
knowledge. So, in order to do that, I take sometimes a very long period to prepare 
myself. Uh…so when that initiative is there, I think it ensures the person and I think 
we receive a lot by taking part in it. 
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103.  I: Actually what kind of activities do you engage in? 
   
104.  P: Well, I of course take part in research. So I read a lot of research articles and then 
secondary materials in which I try to improve my knowledge. And I also take part in 105.   
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106.   postgraduate studies. I’m undergoing that program well. There we have lessons and 
the opportunity to educate ourselves. It also supports to build relationships with 
academics from other universities. Other than that, I take um hours for surfing the 
internet. Now, I’m a frequent visitor of academic websites such as “JSTOR”. I read a 
lot of research materials and articles to understand new approaches. Those are the 
activities that I do before starting a study. Nobody forced me to do that. I just thought 
of doing something productive and I have taken the initiative to do that. 
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113.  I: Do you think they are, on the other hand, beneficial to your students? 
   
114.  P: Yes, I think they are really beneficial to my students. Because when engaging in them 
independently, I feel I can take more in. I gather a lot of knowledge rather than just 
sitting there throughout the day and taking part in a workshop. This is productive, there 
is more engagement from my part which ensures and…it can be very beneficial to me 
and to my students. Because I of course incorporate that knowledge and ideas, when I 
conduct the lesson the next day. So they have an updated knowledge with regard to 
the subject that I teach. So I believe it influences and they benefit a lot. And not only 
that I of course ask them to read further. I suggest a few research articles and give 
them a list of books that they’ll have to refer to. So it of course benefits them. I believe 
it does. 
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124.  I:  Exactly. So you have participated in number of workshops, seminars and some other 
PD activities. As you believe how an ESL teacher should engage in a PD activity in 
order to ensure it will be high quality, productive and of lasting effect? 
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127.  P: So before actually taking part in a workshop, I… 
   
128.  I: Not only workshops other PD activities and seminars. 
   
129.  P:  Yeah, it’s important to ensure the quality of it. It’s good actually to have a look at the 
resource person and the content of the workshop or the program. In certain cases, when 
we hear the name of the facilitator we know that by taking part in that program, we 
might not gain a lot. I attended certain workshops because of the fame of the resource 
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133.   persons. Although they were sound academics when it comes to the delivery, 
communication and building the relationship with the audience, They weren’t. They 
were not that professional and not that capable of doing it. So we were sort of isolated 
and… and they simply delivered a speech and we didn’t gain anything at all.  
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137.  I:  You mean that they aren’t potential enough to make you engage. 
   
138.  P:  Yeah…even though they have written and published largely they weren’t skillful in 
engaging us. So in the future, if the same person is the facilitator of an activity I highly 
doubt whether I will take part in it. 
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141.  I: You mean that such cases hinder your engagement? 
   
142.  P: Yeah, it will and it does hinder my participation and my interest as well, and also 
productivity, efficiency and effectiveness of it. These things also matter because 
sometimes certain programs are conducted in a manner the audience is just seated there 
during the entire day. Whereas the resource persons could have made a more friendly 
environment where it’s like they engage with the participants and assign them tasks 
and other small activities to keep their interest and of course to test their knowledge. 
So rather than just having a very typical lecture or typical sort of a program or a 
workshop, I of course believe that it should be task-based or student-oriented in that 
sense. Because even when we attend a workshop or a program, we become students. 
So we don’t like to sit there from nine to four staring at the facilitator. I believe I can 
gain more if the program is very active and if it has a lot of things for us to do and be 
engaged in. For example, we had one on Research Methodology, it was all about 
research and what we need to do when undertaking research. And there, the resource 
person was supportive, he wanted us to write an abstract and present it. He explained 
us how to write the introduction. We had our laptops and it was very happening and 
active. At the end, we had the opportunity to present our abstracts to others and gain 
feedback. So that of course had a lasting effect because it was very active and task-
based. Therefore, I still remember what I was taught at that point. So I think it had a 
very high impact and it was very effective in that sense. So it has a very lasting effect 
on me. Yeah. 
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162.  I: Do you use the internet-assisted technologies, any kind of tools, applications, 
programs and activities to enhance your knowledge, skills and motivation? 163.   
   
164.  P: Yeah, since we are the new generation and this is the 21st century, we cannot forget the 
internet and technology because they’re developing constantly. So for instance, you 
can take myself, I have various applications in my phone which help me gain new 
knowledge. As I study linguistics currently, I have applications which were 
specifically built to improve the knowledge in terms of phonetics and semantics. Even, 
in the internet, there are various programs and freely-accessed websites. And in certain 
cases, there are universities, they are actually willing to share their lectures online. I 
usually listen to such lectures as they are mostly conducted by the professionals uh 
from other countries and believe that they may help improve my knowledge. And I’m 
also interested in other online programs that can effectively engage me in. So much 
things of course help me gain new knowledge and develop myself at a professional 
level. 
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176.  I:  Well. What factors may compel or hinder you to engage in a PD activity? As you 
understand this has two sides, reasons for your encouragement or motivation and 
factors that may negatively impact on your engagement in PD activities. 
177.   
178.   
   
179.  P: Yeah, I think one of them is the subject matter. That means the content of the program 
and what it might offer me in return. For instance, when I checked the notice board 
today I saw that there’s going to be a workshop on public speaking and it’s done by a 
professional from a certain body and it actually interested me to put my name down 
and I did so. Because I know that by taking part in it, I can gain  new knowledge uh 
and it will sort of improve my public speaking and since I’m a teacher I have to be 
very sure of how I deliver myself and how I make myself clear to the audience and to 
the students. So in such case, the content of it actually uh interests me to take part in. 
And in addition, uh the resource person can also be a significant factor that can interest 
me to participate in PD. Because when I think of all the workshops that I have had so 
far there is a particular person who stands out the most. I actually like listening to his 
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190.   lectures and speeches because he is a very interesting person and he has that charisma. 
So when I see his name again of course, I will of course think of taking part in. So yes, 
the resource person I think it affects my interests. And also other benefits that I might 
receive in terms of knowledge and skills and in terms of individual development. If 
the workshop looks promising, then I might take part in for sure. So such things 
interest me. 
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196.  I: Don’t you have any other factors that affect your participation other than the content, 
and resource persons? 197.   
   
198.  P: Well… um, the convenience also affects to a certain extent.  
   
199.  I: What do you mean by convenience? 
   
200.  P:  Convenience of the venue and time. Even now there are PD programs which run for 
few days at a stretch. That isn’t a very interesting matter. You know the academic 
workload that we have here that uh isn’t helpful at all. It isn’t practical from my point 
of view. And also, if the workshop is held during the weekends then obviously I have 
to think twice. But if the workshop is only for one day, and it gives me the opportunity 
to actually to take part in. So it can make me compel. 
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206.  I:  So, what are the other factors that hinder your participation? 
   
207.  P:  Yes, when PD is mandatory I know by taking part in, I cannot gain much knowledge 
or that much exposure to the subject matter as it’s irrelevant to me. So it can make me 
less motivated. Because I know by going there and by attending to it, I am going to 
waste my whole day. And other than that as I explained earlier, venue can also be a 
matter because I look at it from a very realistic point of view. It should be very feasible 
for me to take part in. And the length of the program that of course can become another 
factor. In general, all university teachers have a lot of works to do in terms of their 
academic matters. And the workload is sometimes unbearable. And when there aren’t 
enough staff members we have to conduct five six units per a semester. Then it 
becomes really difficult for a teacher to engage in PD activities. So in such cases, to 
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217.   attend another workshop which will take another day from your life, yeah that can be 
a factor I need to consider seriously. Because I know by being there I lose an entire 
day during which I have many targets and deadlines to meet. The last semester was 
apparently hectic. And at one point, we had the opportunity to attend a language camp. 
So I knew by being there, I could have helped the students to be motivated to speak 
English and there were other activities as well. I heard it was a blast. But I couldn’t 
take part in because I had an unbearable amount of workload and I wanted to complete 
as much as possible. It was the end of the semester, we had to finish marking 
assessments and completing all our lectures. So, that of course made me decide not to 
take part in. Still I regret I wish I had the chance. So in that sense, timing is also a 
factor that one should actually think of.  
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228.  I:  How do you understand lifelong learning? 
   
229.  P:  As I understand, lifelong learning is a continuous process where a person develops 
individually for a very long time. So if we take professions ah… like teaching lifelong 
learning needs be a continuous process in which teachers could develop themselves to 
the point of their retirement or maybe even after that. As I believe, lifelong learning is 
subjective. Even though one can teach another the importance of lifelong learning if 
that person has no willingness to pursue it continuously it is subjective. If one is 
motivated and passionate about learning that person keeps on reading, searching and 
researching on that matter. 
230.   
231.   
232.   
233.   
234.   
235.   
236.   
   
237.  I:  Why do you think teachers need to continue lifelong learning? 
   
238.  P:  I believe that teachers have to be lifelong learners. Because their main role is to educate 
and impart knowledge to their students and to the young generation. So, teachers after 
completing a qualification; a degree or a master’s degree etc. cannot entirely ignore 
learning and start repeating oneself. So when a teacher isn’t a lifelong learner there is 
a high possibility to teach the same thing without updating and creativity. As I believe, 
that isn’t expected from a teacher. When delivering a lecture or a speech a teacher 
should incorporate the new knowledge and create new ideas. However, in order to do 
that, teachers need the support of PD. It helps them to being updated. When a teacher 
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246.   knows new trends, theories and technology in the field that teacher has updated 
knowledge. 247.   
   
248.  I: How do you think PD activities provide lifelong learning opportunities? 
 
249.  P:  Um…Yes, in theory, PD activities can become helpful to develop our interests to be 
lifelong learners. The SDC program, at various points highlighted the importance of 
becoming lifelong learners. It helped us understanding the benefits of continuous 
learning, so we are likely to pursue it. But, in some instances, certain workshops or 
programs are an utter waste. For instance, recently, we had a workshop on soft skills 
and the resource person just gave us a huge you know a big bundle of notes and other 
materials. And he kept on having a very a typical speech and showed us few videos 
which were also not very relevant. As I believe, it was like an utter waste. Still have 
no idea about what that workshop was. However, if that was successful, then obviously 
I would become interested to know what soft skill is and then I would read more on it. 
But, even the word, the terminology, wasn’t very clear to us. Because the resource 
person wasn’t very helpful and he wasn’t very efficient in terms of delivering the 
lecture. So, if a PD activity is a failure it’s not very helpful for lifelong learning. But 
yeah, in some other situations, my experience was different. For instance, recently we 
had another PD on Research Methodology and it’s a sort of workshop but that was 
successful. Still, I have the interest to know the new methods of doing research, how 
to analyse data, and the new technology that we can use to facilitate those things and 
I still have contact with the resource person. So, I believe after taking part in that 
activity, it had made me a lifelong learner of the subject. 
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268.  I:  Well. To which extent is professional quality important to university ESL teachers? 
   
269.  P:  Yes, as I believe, it’s very important because professional quality can show whether a 
teacher is a quality academic or not. If a teacher has high level of quality students can 
largely benefit. So students understand that if they cannot attend a lecture of such 
teacher they may miss out a whole lot of new things and they may never catch up. 
Because it’s not just taking down a note but by being there and by taking part in that 
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274.   lecture, they can gain not only the subject matter but they will gain many meaningful 
things for their lives as well. So when there are quality professionals or quality 
academics there is a high possibility for students to get benefited, so it can be very 
helpful and effective as well. And when I think of all resource persons that I’ve had so 
far, there were people who were naturally and normally quality facilitators or the best 
people. They were outstanding, they had the charisma, they built the connection with 
us and they were very approachable, and even with regard to the matters in their 
professional field. They were very sound academics, and they have read a lot. Not only 
about the content matter but they illuminated other aspects as well. Even the way they 
stood there in front of audience taught us what we need to do when we walk in a 
classroom. And also, their delivery reminded us certain things that we used do 
improperly in our class room context. So, they taught us not only about the field. Now, 
I remember a very interesting PowerPoint presentation they did with minimum 
wordings. So, it was very clear and it made me understand that when I do a Power 
Point presentation, it has to be very interesting to the students. So, I gained a lot. I 
believe that they were quality academics and very quality resource persons. 
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290.  I:  Do you think lifelong learning is a good way to enrich teacher quality? 
   
291.  P:  Yes of course. As I said earlier, lifelong learning is a continuous process. So when 
teachers are lifelong learners they engage in their subject and other related matters on 
a frequent basis or may be on a daily basis. So they can gain and it actually ensures 
quality of them. Because these days quality is one of the key aspects that we are 
looking for not only in professionals but in graduates as well. So, that’s why th 
 Quality Assurance Unit of the universities is trying to ensure that both teachers and 
graduates are very high in quality. 
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298.  I:   Really, um… what factors may facilitate your lifelong opportunities? 
   
299.  P: Yeah, um certain factors can help me and motivate me to become a lifelong learner. 
For instance, the subject matter itself compels me to read more. As I am interested in 
language and linguistics I tend to read articles and e books in those areas. Interacting 
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302.   with students is also a very motivating factor for me as well. Because when I want to 
have a very quality discussion with the students, you know back of my mind I feel that 
I have to keep on reading and have to keep on searching for new things to tell them. 
Because otherwise I’ll be repeating myself and that’s not what’s required. So this a 
very inspiring factor which can support me to become a lifelong learner. In addition, 
we have senior staff members who always encourage us to take part in various PD 
programs and stimulate us to read and research. So they have become mentors for me 
to become lifelong learners. You know the role of a teacher is very challenging and 
that can actually make me update myself. I certainly ensure that I engage in a lot of 
other activities not only what’s mandatory. So, I have already become a lifelong 
learner naturally in that sense. 
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313.  I:  Factors that hinder your… 
   
314.  P:  Yes, there are factors that can hinder you know the possibility of becoming a lifelong 
learner. As I revealed earlier, the workload is the main hindrance. In such situations, I 
tend to do whatever that is necessary to complete the work in the semester. Although 
I am interested in reading more on ESL related subjects my focus become narrowed 
when I try to finish the workload as quickly as possible to meet the deadlines. So I 
might forgot research and publications that I have to do. So in that sense, the workload 
can become a real hindrance. 
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321.  I:  Is that that the only reason you have? 
   
322.  P:  You know all teachers have personal lives as well. So, sometimes it is difficult to have 
work-life balance. I mean academic and personal life. It is somewhat difficult in this 
context. For instance, a teacher who has several kids may find it difficult to continue 
reading and updating. So, they may try to do it just for a sake of doing and focus more 
on their personal lives So, such things can become a hindrance, in making a teacher 
lifelong learner. 
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328.  I:   How does PD affect your classroom practice 
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329.  P:  Yes, if the activity is productive it has a very good impact on me and later on my 
classroom practices. If I gain knowledge, a new skill or a teaching method from PD 
there’s a high possibility for me to incorporate that into my daily classroom activities. 
So, then the students will benefit. However, as mandatory PD activities have no 
specific focus we might have wasted a whole day to learn something which wasn’t 
related to our subject. Then, of course, it was very difficult for us to engage in, and 
also apply what we learned for our daily classroom practices. So, that connection 
should be established. 
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337.  I:  After the PD activities, have you seen any foreseeable changes in students? 
   
338.  P:  Yeah, after implementing and practicing a new technique or a method of teaching I 
have seen developments in students’ interest level, in their quality and even in their 
performance. In one of the PD sessions, I learned the importance of  integrating content 
and entertainment for better student engagement and motivation. Interestingly, the 
resource person taught us how to incorporate these two aspects providing examples 
and requested us to practice it in our lessons on daily basis. So, I actually tried that 
out. I showed my students a few video clips and even in terms of my delivery, I tried 
to make things new. I wanted to improve their engagement and I had that entertainment 
aspect. And then, I noticed a huge change in terms of their reactions and interest levels. 
At one point, in one of the PD activities, we also learned the significance of building 
the connection between teacher and students. It supports them to share their knowledge 
and get the opportunity to make their voice heard. I had a sort of mentality and very 
traditional way of looking at the students. Then of course after taking part in that PD 
activity, I learnt that we should actually you know go down to that level. Then only 
they’ll be more willing to share their opinions and their ideas with teachers. When I 
tried that out and I also experienced a vast change in their uh interest level as well as 
response level.  
339.   
340.   
341.   
342.   
343.   
344.   
345.   
346.   
347.   
348.   
349.   
350.   
351.   
352.   
353.   
354.   
   
355.  I:  So are there any other factors that hinder your knowledge transmission? 
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356.  P:   Yeah, because SDC programs are mostly catering for the Science and Applied 
Sciences Faculties and especially the resource persons are also from those fields. So 
whenever teaching methods, techniques or materials are taken for discussions they are 
more towards science stream. So those who are in the Social Sciences and Humanities 
have no way to incorporate that knowledge in to their classroom teaching. So it is 
somewhat difficult to make the connection in certain cases. As you know, teaching a 
language isn’t like teaching a science subject, it’s not like teaching physics to a student. 
Therefore, it’s very difficult for me to integrate that knowledge into my classroom 
context. On the other hand, SDC activities to a certain extent are very theoretical as 
well. You know it is somewhat impractical to follow very strict lesson plan when 
teaching a language. So it’s not very feasible for a teacher to incorporate that 
knowledge as it is. So there may be slight changes when undertaking a lesson in real 
classroom context. Sometimes students can ask different questions for which teachers 
need to answer. As I believe we cannot have very methodological and theoretical way 
and very dry way of looking at teaching. So in such cases, it’s very difficult to apply 
that knowledge. 
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372.  I:   Why do you think ESL teachers need to engage in PD activities? 
   
373.  P:  Yeah, in general ESL teachers have to take part in PD activities to gain new knowledge 
and exposure. PD can upgrade their skills. And Of course, I can have the chance to 
interact with the resource person. Maybe that person is a professor or maybe he is from 
a certain government body. So the connection of course is built. So, even in the future, 
when I have ah… an issue I can easily contact that person and get it resolved. Because 
the expectation is that the facilitator is a professional and that person is a resource 
person after all. In addition, when we gain new knowledge in terms of how to deliver 
a lesson in a better manner we can increase quality of the delivery and quality of the 
lectures. We can learn about new techniques and methods and even materials that we 
can use in the classroom. Yeah, so such things can be learnt through PD. 
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383.  I:   What kind of needs do ESL teachers have? 
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384.  P:   Yeah, ESL teachers have specific needs, and these needs are very different from others 
who teach science and other subjects because ESL is a language and it involves a 
specific scenario. So in certain cases, they might have the need to know the new ways 
of teaching students and motivating them. Because motivation level can also 
determine the extent of knowledge students take in. So ESL teachers have the need to 
find out how to motivate their students and the new techniques and methods that they 
can incorporate into their classroom activities, especially when teaching the four skills. 
385.   
386.   
387.   
388.   
389.   
390.   
   
391.  I:  Do you think current PD activities meet these needs? 
   
392.  P:  Actually, it is doubtful whether the existing PD activities meet ESL teachers’ real 
needs due to the practicality of them. Sometimes teachers are sent to take part in PD 
activities which are quite irrelevant to their professional practice. Even though ESL 
related matters are discussed in certain sessions they aren’t teachers’ actual needs. This 
means that there’s no match between the needs and what’s done in reality. So in such 
cases, it can be quite problematic, as I guess. 
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398.  I:  So in such cases, what do you suggest to enhance quality or enhance the current PD 
activities? 399.   
   
400.  P:  Hmm…as a result of the mismatch between what’s done and what’s needed teachers 
may not gain the expected outcomes. This has become a disadvantage for teachers and 
also it is an utter waste of human and physical resources and funds. In that sense, what 
is important is to accommodating teachers’ needs in the design of PD program. 
Without conducting PD sessions for the sake of doing, facilitators can organise a 
survey to identify ESL teacher needs before implementing a PD activity. At least, they 
can make few phone calls or forward a questionnaire to find out teachers’ issues and 
interests. Then of course ESL teachers have the opportunity to express their real needs 
in a proper manner. Currently, the motivational level of the students and subculture of 
universities hinder the students’ speaking in English. These can be the real issues of 
ESL teachers working in the current context. So if PD can cater for teachers identified 
needs through a pre-planned program it’ll be more beneficial and efficient as well. 
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412.  I:  Is there any post-monitoring program to identify what teachers gained from PD 
activities are transmitted to their learners? 413.   
   
414.  P:  Well, there is no such direct program for post-monitoring at present. But we have 
somewhat similar uh…program. After completing the SDC course, all participants 
need to conduct a practice session in front of a panel. In that session, we teach our own 
peers and the panel evaluate whether we have gained the knowledge and how far we 
can incorporate that knowledge in to our um classroom activities. So in that sense, this 
is somewhat similar to post-monitoring but not exactly the same. We have other 
methods of you know understanding how far we are thorough with whatever we’ve 
learnt, because we have peer evaluation. But that’s not directly targeting a specific 
activity or a specific program. It evaluates our general teaching skills and other 
methods that we use. However, there is no direct post-monitoring program. I think the 
concept is very helpful and very beneficial. 
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425.  I:  Who evaluate teacher PD programs? 
   
426.  P:  Uh yeah, we have evaluation process after a PD program, uh usually it’s done in 
various ways. Sometimes the resource persons are keen on finding out how interesting 
it is, the delivery and communication. Mostly, they get feedback through a 
questionnaire. However, in certain cases, they provide blank papers and request us to 
give feedback in writing. I still remember for one resource person, I provided a very 
positive feedback due to his outstanding delivery and communication strategies. 
However, I didn’t forget to mention certain negative points as well. So we could 
support him to overcome certain flaws in design and his teaching. Other than that, at 
the end of SDC sessions, we have to provide feedback for each facilitator on a 
continuous basis. Because the SDC needs to find out whether they are productive. The 
reason for that is to identify the best resource persons and introduce them to the SDC 
program in the future. In addition, we also have peer evaluation. We sort of started it 
very recently. However, it isn’t directly connected to PD activities. In addition, student 
also evaluate teachers at the end of each semester for the units they teach. 
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440.  I:  Do you think evaluation is done in a very systematic manner? 
   
441.  P:  Uh that’s something that I always think of. Because in certain cases, it isn’t done in a 
very proper manner. Certain evaluation forms are given after uh the workshops. May 
be months after, because sometimes the resource persons forget to give the evaluation 
forms at the end of PD activity. So that’s not going to be very helpful in terms of 
providing an unbiased and a very critical feedback on that program. Even though we 
have specific evaluation forms still they contain certain questions which aren’t actually 
that much relevant to every person. They are very general in that sense. So when we 
have entirely different questions, how to evaluate a person and how to provide a 
critical feedback. That’s a problem. 
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450.  I:   So what do you suggest to improve the evaluation process? 
   
451.  P:  To improve this process, we can of course use the internet which is highly available. 
So we don’t have to provide feedback at the end of session on a paper. We can do it 
electronically that is more convenient and helpful. We can access the internet via our 
mobile phones. It’s very efficient and fast in that sense. Suppose that we had a PD 
session which includes resources persons from all over the country so we can easily 
contact them via the network. I think we also need to examine the impact of PD activity 
even after few months’ time, not the delivery but the impact, the result of it. So let’s 
take an instance where a teacher participates in a workshop and then after one week 
everything is forgotten. So how we can improve teacher quality and be lifelong 
learners. So what I suggest is that we need to have a system to measure the level of 
knowledge a participant has retained after the completion of the workshop. I think 
that’s valuable. It’s not about the resource person but I’m talking about the level of 
knowledge the person has gained and retained even after few months. So if we can 
think of a method to find out whether participants actually gain the outcome of PD and 
apply it in their classrooms we can make PD more productive and fruitful. So if 
participants can retain certain level of new knowledge it would help them become 
lifelong learners. 
452.   
453.   
454.   
455.   
456.   
457.   
458.   
459.   
460.   
461.   
462.   
463.   
464.   
465.   
466.   
467.   
 
